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Abstract 
Introduction: 
In this study, an investigation into the reading problems faced by EFL 
learners in the Department of English, College of Education, Shabwa 
Governorate Branch, Aden University, was carried out. This study investigated 
the variables that constituted reading problems for EFL learners such as 
inference, vocabulary, reading for detail to extract information and facts in a 
given text. These were, in short, set to examine the learners' readability and 
comprehensibility in English through a battery of comprehension tests, cloze 
tests and composition tests. As a matter of fact, this investigation revealed that 
the learners lacked sufficient skills for effipi-ent reading. This was clearly 
established through a look into their scores; as presented in chapter four, data 
analysis. 
In this abstract, a chapter-wise summary would be drawn for the whole 
study and finally some pedagogical implications are to be outlined. 
Summary: 
CHAPTER ONE, the introductory chapter, in which some preliminaries were 
discussed, gave a brief account on the Republic of Yemen, its population, area 
and location. The system of education in Yemen was highlighted and important 
aspects were looked at such as inputs, process and outputs of such a system. 
It gave a brief account about the ladder and stages of education as well as 
the position of women at all stages of education. The higher education was also 
discussed which, in fact, witnessed a relatively vast and rapid improvement. 
The s ta tus of English language was tackled in two perspectives: 
Historical and contemporary. It is really unjust what some scholars like, for 
instance, Al-Mekhlafi (1999) and Al-Hamzi (1999), among others, believed that 
English was introduced in Yemen in 1920s unsystematically and only after the 
26th 1962 revolution in systematic education. This is probably true just for one 
part of Yemen; namely the northern part, but as a matter of fact English 
started much more earlier on the h a n d s of the British Colonizers in Aden and 
subsequently in the whole occupied south part of Yemen. Essentially, they 
started establishing systematic English medium schools to at t ract the locals, 
especially the sons of the Sul tans and Chiefs of the tribes. 
After seventeen years of British occupation of Aden, i.e., started 1839, the 
inauguration of the first government school took place on the h a n d s of Saint 
G.B. Badger in 1856. Its goal was to provide clerks for the Arabic section in 
secretariat of Bombay Government in Aden (Suleiman 1994:66). 
Later on, many other schools had been established by the British. In 1879, 
for instance, another government primary school was opened in M'alla, Aden, a 
third one in 1880 in Tawahi, Aden, and a fourth was opened in Sheikh 
Othman, Aden, in 1882. In 1918 the British had established the Government 
Residency School Building in Crater, Aden, (presently, the Military Museum) 
that comprised both the primary and secondary schools with English a s their 
medium of instruction (ibid: 67-8) 
During the British occupation era, a number of missionaries' schools were 
established. The medium of instruction in those schools was English as well 
(Al-Ardhi 2001:136). 
As far as certificates are concerned, for instance, the government secondary 
schools syllabus had been promoted and Senior Cambridge Certificate had been 
introduced. 
Arabic had been a compulsory subject after being for a long time a non-
compulsory one, and English remained the language of instruction in the 
secondary schools. 
This chapter also shed light on the grade on which English is commencing as 
a subject in the syllabus of primary schools. It focused on the courses used in 
ELT in the Yemeni schools in both par ts of Yemen before unification and after. 
It gave a brief account on the ELT methods in the Yemeni domain and revealed 
that GTM continues maintaining a prestigious profile at school level till the 
present. In addition to the teachers ' familiarity with the GTM, some other 
reasons, for instance, the large classes and the absence of well-qualified 
English language teachers contributed considerably in its survival. Anyway, in 
search for an alternative, the Bilingual Method (BM) was suggested by Ghanim 
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(1987) for teaching English in schools. He suggested that Arabic should be 
used by the teacher and only the teacher not the learners when he feels it is 
fatefully a must, especially at the earlier stages of teaching English. A 
recommendation on using new approaches and methods for teaching English 
such as communicative approaches and recruiting well-qualified teachers has 
been made as well. 
This chapter also tackled the use of English by the learners outside the 
classroom and the role of English in present-day Yemen, since English has 
been widely used in the country and it became the lingua franca among those 
foreign nationals doing business in Yemen. Its use in all fields of life such as in 
tourism, media, and internet was discussed. 
This introductory chapter gave a brief note on the area of the study, Aden 
University, since its foundation along with its affiliated colleges; the College of 
Education, Shabwa, its establishment and the Department of English in 
particular, of which the sample of this study was drawn. The scope of the 
study, the research problem and the justification for the present work was 
attempted. The need for reading in an EFL context in Yemen has been 
discussed as well. 
CHAPTER TWO, related literature and theoretical background, by and large, 
represented some theoretical preliminaries for the topic of reading and those 
related to the contribution of reading problems. However, it discussed the 
importance of reading for learners and how reading extensively serves just next 
to living among native speakers for those EFL learners to acquire English 
(Nuttall :1996), and how it is linked to the academic careers of the learners in 
EFL situations(see Alderson 1984). It surveyed the assumptions behind 
defining the reading process since Plato's definition of reading and the way 
scholars differently viewed reading. Some scholars believe that up till now there 
is no accurate definition of reading such as J.Carol cited in Harris et al 
(1983:264). Garbe (1991) stressed the complexity of the reading process and 
how simple definitions might misrepresent such a cognitive process and 
Frank Smith (1985) who has gone farther to challenge defining reading 
precisely. A selection of traditional and more recent definitions of reading was 
made, which revealed the decoding views of reading, the psycholinguistic view 
and the interactive views of reading as well. 
Goodman (1970) referred to reading a s a 'psycholinguistic guessing game. ' It 
is psycholinguistic process in that it s tar ts with a linguistic surface 
representation encoded by a writer and ends with meaning which the reader 
constructs . Smith's views expressed in (1985:75) accord with Goodman's above 
argument tha t the meaning does not exist in the text rather it is the reader who 
brings meaning into the text. 
This chapter, in addition, surveyed the historical development commencing 
with the historical link between reading and writing since earlier stages of 
human development. It chronologically traced the advancement in the field of 
reading research, which is relatively new discipline of knowledge. Reading 
research in the late nineteenth century and the early years of the twentieth 
century was concerned mainly with eye-movement studies and with 
investigation of the perception of the letters and words when exposed to view 
very briefly. N. B. Smith (1965) did a scientific survey for the advancement of 
research in reading which h a s been summarized decade by decade. It traced 
these developments as earlier as the first decade of the 20*^ century till the 
1960s. But, the issue of reading in the 1960s to the 1970s h a s swiftly 
transcended this footstep to become more universal. People started thinking of 
discussing and sharing information and experiences related to reading 
research in a more systematic and organized way. Congresses on reading 
started taking place, according to Morris (1972), the First World Congress, held 
in Paris, in August 1966, h a s marked the beginning of most existing period in 
the history of the British reading. Furthermore, in 1990s, as Grabe (1991:375) 
has asserted that "five important areas of current research which should 
remain prominent for this decade are: schema theory, language skills and 
automaticity, vocabulary development, comprehension strategies training, and 
reading- writing relations". These areas of research, and others, remain of great 
interest for scholars till the 2000s. 
A summary of the link between reading and linguistics and the application 
of linguistics into many fields, and to language teaching in particular, that h a s 
continued to the present day with more significant achievements was provided. 
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It also covers the concept of the nature of reading in which many related 
aspects have been discussed such as comprehension and reading. The effect of 
reading speed, rate and flexibility of the reading and the reading material, and 
the concepts of good and poor readers are also tackled. 
A survey of the approaches of reading that are currently in effect has been 
sought in some detail. Certainly, over the last four decades three major reading 
approaches have come into existence. They are: Bottom-up reading process, 
top-down reading process, and interactive processing approaches. Most of what 
is known about reading research, including these approaches, has mainly 
originated in first language reading research. English as a foreign language 
experts and educationists should bear in mind the idea of how to relate this 
into the field of EFL reading. 
This chapter further discussed some contemporary theories in applied 
linguistics and their relation to reading such as Schema Theory ST, 
Automaticity Theory AT, and Threshold Theory TT. Reading in both first and 
second/foreign language has been attempted as well. Investigating the 
differences between EFL and NL reading is too vast an area of ample literature. 
There is clear evidence from literature that schema theory and cultural 
background, for instance, play a significant role in both NL and FL/SL reading. 
Dichotomies such as those of extensive reading program ERP and intensive 
reading program IRP have been discussed, with some emphasis on 
implementing an extensive reading program that could effectively help in 
developing reading skills and strategies of the readers. Silent and oral reading, 
word attack and text attack skills, techniques of reading such as skimming and 
scanning; and how they may be effectively utilized to make reading more 
productive were also discussed in this chapter. 
This chapter also reviewed the reading habits and reader's interest, which 
are of great concern and cannot be overlooked in any reading program. It also 
highlighted the role of reading and EFL/ESL readers' achievement. 
Finally, the chapter gave some detail on the reading problems as discussed 
in the literature of reading research. It tackled the problems faced by the EFL 
readers at many levels lexically, syntactically, and semantically. Research such 
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as that of Yorio (1971) which asserts that the main area EFL learners 
problematically confronted with is vocabulary. 
CHAPTER THREE gave a background of the methodology and the tools 
employed in gathering the raw data for this research. The sample design and 
the objective of the study were delineated. It also gave an account of the 
hypothesis on which the research is based. The tools used in collecting the 
data and the theoretical assumption behind utilizing such tools were 
discussed. Cloze tests were designed to test for the readability and 
comprehensibility. They are designed as three types: every 5*^ word deleted 
test, every 6* word deleted test, and every 7*^  word deleted test. All these were 
set to check how far a text was complex when the frequency of deleted words 
did matter. Cloze tests, generally, can possibly be used to check the level of 
readability, as said above, of a particular text. This factor is much related to 
the present study of assessing difficulties faced by foreign language learners 
reading an English prose text. Comprehension tests were also designed to test 
for the three aspects in reading skills: reading for detail test, inference test, and 
vocabulary test. Composition tests were also intended to check the readers' 
performance in both reading and writing and how closely these two skills in 
their proficiency of language acquisition were. 
Other techniques have been administered such as questionnaires and 
observations of real teaching classes of reading. These aimed at eliciting 
information about the habits of reading and readers' interests along with 
investigating the methods and techniques used to teach reading in such a 
setting. As a data collection tool, direct observation may also make an 
important contribution to descriptive research. Certain types of information 
can best be attained all the way through direct assessment by the researcher. 
However, when the observation concerns aspects of material objects or 
specimen, the process is relatively simple, and may consist of categorizing, 
assessing, or counting. 
CHAPTER FOUR, the analysis of the data, the cloze tests scoring in each of 
the three tests 40 words were deleted. Students, actually, were to retrieve the 
exact word or the word that can be textually fit into the gap (acceptable). As in 
appendices (15-20) deleted words were serially numbered and identified in 
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these charts and they are, essentially, either content words (nouns, adjectives, 
verbs, or adverbs) or functional words (pronouns, prepositions, determiners, or 
conjunctions). In scoring these passages, two methods were followed; the Exact 
Word Method (EWM) and the Acceptable Word Method (AWM). 
Every correct answer was awarded the mark (1) while every acceptable 
answer was awarded the mark (2), whereas wrong answers were given the mark 
(3). These marks were assigned to such categories so that the analysis later on 
would be explicit and easier in terms of statistical figures (see appendices 15-
20). Later on, the percentages of errors for each group in each passage were 
calculated. Both percentages of correct and acceptable words were taken into 
account in the computation of the correlations with the other variables (tests). 
Comprehension tests in the present study were set to examine the ability of 
the test-takers on how to guess the meaning of words and their formations in 
one passage; to comprehend the main ideas in another passage, and further, to 
check the subjects ability to infer meanings from a third one. Regarding 
scoring, every correct answer in these tests was awarded the mark (1), whereas 
every wrong answer was given the mark (0). The analyses of all these tests 
along with the other types of tests were done in percentages, means, standard 
deviations and correlations. The data was presented in tables, figures and 
graphs to make it more obviously and sensibly explained. 
Two types of questionnaires were administered. The first was designed to 
obtain information about the students' reading habits, reading awareness, 
reading performance and reading tactics. The other was designed and 
distributed among the teachers of the department to elicit information about 
their opinions related to teaching English in the department and teaching 
reading in particular. These views helped in tracing, understanding, and 
diagnosing the reading problems of the EFL learners in this particular 
situation. 
Percentages were done to come to an adequate interpretation for the 
problems faced by the students in reading an English prose text. Graphs were 
also utilized along with tables to present the outcomes of the data analysis. 
Correlation analysis was run to check the relationship between the seven tests 
given to the subjects of these two groups. Particularly, Pearson's coefficient of 
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correlation has been calculated to measure the degree of the relationship 
between the seven tests administered for the two groups of this study as in 
tables (4.5) and (4.6). 
CHAPTER FIVE discussed the findings of the study as represented in chapter 
four. The results of this research were discussed in two major perspectives: 
learning perspective and teaching perspective. 
Because of the lack of training, students seemed to be word bound, i.e. they 
gave the same weight to each word in a text, assuming that each sentence had 
equal significance in the passage. They were commonly stuck to the bottom. 
They did not think about the main idea of certain paragraph and how a 
sentence may contribute consequently to the development of the central idea of 
that paragraph. They faced problems in reconstructing passages they read even 
at the level of word classes in the cloze tests students performed poorly. In the 
same way, as was seen in the questions that tested for detail and inference, 
they exhibited very disappointingly. It means that they were confronted with 
reading problems, especially in extracting or even mastering the skill of 
understanding some detailed information from the passage. This entails their 
inefficiency in understanding the writer's opinions expressed in a text. 
In the present study, as revealed in section (4.6), there was a little 
difference between handling open words and close or what is also known as 
functional and content words, which revealed almost the same level of 
difficulty. Analysis of the data in the present study, in fact, revealed that there 
was a general phenomenon common to all the tests; it was the lower scoring of 
the subjects. Scores of the students in cloze tests seemed to be the least of all 
tests just because tests used for measuring readability and comprehensibility 
were of very much frequency in words deletion. 
Results of the tests, in terms of means and standard deviations, seemed to 
match well with what the students themselves acknowledged in their responses 
to the questionnaire. They pointed out that they spend very short time in 
practicing reading. This showed that the students' performance, according to 
the average comprehension level was too poor. These findings seem to be 
supporting our first hypothesis which assumes that reading an English text is 
difficult for EFL/ESL learners who have not been acquainted with appropriate 
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reading skills and need to interpret or decode close or open words. The 
difficulty was clearly seen in the scores of the learners. 
As for speed, in doing their cloze tests, comprehension tests, and as 
observed in the actual teaching of reading, students spent too much time in 
reading. They spent too much time in reading a text simply because they spent 
too much concentration on meaning of every word they encountered (especially 
unfamiliar ones) than to the overall meaning of the other option of looking for 
the clues of meaning while reading. Speed, for them, was a secondary aspect in 
reading. They, anyway, suffered at all levels while reading as indicated in table 
(4.11) in chapter four of this study. There are, actually, some reasons Yemeni 
learners read English slowly. Firstly, the letters of Roman alphabets are not so 
easy for the Arab readers to recognize. Secondly, another factor that might 
contribute to the Yemeni learners inadequate reading speed of this study is the 
conventional way they are used to in reading Arabic texts, i.e., right-to-left 
reading, which may hinder their speed of left-to-right reading of English texts. 
Thirdly, word order of English sentences is different from Arabic. While the 
structure of Arabic sentence permits both SVO and VSO, English allows only 
one option SVO. Even adjectives and adverbs modifying nouns and verbs, 
respectively, are also different in order in these two languages. 
It is obviously accurate that the learners faced problems in vocabulary 
acquisition. One of the reasons behind these problems was almost that they 
were not taught how to relate words to each other. They did not look familiar 
with the practice of deriving meanings and finding connections between 
synonyms and antonyms. Even in correlation analysis vocabulary of the 
learners seemed to be too influential factor on their proficiency in other tests 
such as composition. 
Learners' performance in cloze tests was another evidence of being in 
shortage of adequate and necessary vocabulary if they were to apply their 
minds and look for textually acceptable lexical items to be supplied in the gaps. 
Yet, it remains obvious that it was a matter of vocabulary knowledge to be 
skillful in retrieving words in a cloze test, but it was also a matter of syntax, 
semantics, and probably discourse capabilities in a foreign language. 
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As for teaching, it was observed in the field work for this research that the 
methods of teaching reading were too much teacher-centered approach 
oriented as previously noted down in chapter four. Opportunities for the 
learners to participate in the learning process in the classroom were not 
sufficiently given. Teachers, in some cases, resorted to 'telling' rather than 
teaching' the learners the skills, and little provision for practice was accessible. 
Pre-reading activities were also not adequately given attention and henceforth 
no practice for such procedure in reading classes was significantly observed. 
In this study, it was observed that reading comprehension and reading skills 
were not adequately taught and opportunities of practice for the learners were 
not given as well. Teaching aids, however, were used minimally as the teachers 
indicated in their responses. 
Reading program may contribute more or less to the difficulties FL learners 
face in this department. Reading was taught 'intensively' and there was no 
effort to set up any sort of extensive reading program ERP in the department. 
ERF is considered as an approach to foreign language teaching in general, and 
to teaching foreign language reading in particular. 
As part of the researcher's experience, textbooks were really missing in the 
teaching/learning process in the department. Without having enough texts for 
the learners, really, the problem will not be for reading but for the other skills 
which will make it so hard for the learners to learn English. 
The present syllabus of English gives 3 credit hours per week for the 
teaching of reading over three semester of the whole four-semester course of 
Diploma and Bachelor as well. This time is not enough for teaching this subject 
properly. 
This chapter also discussed essential issues that contributed to the 
problems of reading for the learners in this study such as the teacher's 
workload, their attitude, dearth of reading materials and extra-curricular 
reading materials. 
CHAPTER SIX is the summary and conclusion of this research which gives 
an outline of the whole study in a chapter-wise brief discussions given in the 
above paragraphs. It, also proposes the following pedagogical implications. 
Pedagogical Implications: 
The findings of the study, which explored the reading problems of the 
EFL/ESL learners in the Department of English Language, College of 
Education Shabwa, At Ataq; Aden University, have brought into the fore some 
essential matters regarding the implementation of such findings in the 
pedagogy of EFL/ESL reading. It is, then, recommended that: 
1- Balanced activities to teaching reading have the advantage of the 
motivation of learners with variety of activities should be presented to 
them. In this way we make sure of their active engagement in the 
learning process and foster their acquisition of English. 
2- Better methods in teaching reading would ensure minimizing the 
reading problems learners were confronted with in reading an English 
prose text. Teachers, then, should be equipped with updated methods 
and techniques, which would not be in effect without the continuing 
education or in-service training of the teachers to promote the quality of 
teaching English and reading in particular. 
3- An extensive reading program should be seriously thought of and 
implemented if the quality of reading is to be improved. Learners should 
be guided from learning to read to reading to learn and this alone will be 
achieved through an exposure to variety of English texts. As discussed 
in this study, in chapters 2, 4, and 5, ERP is, in short, a must to booster 
the learners' language acquisition. 
4- As a prerequisite to the ERP, library of the college or probably the library 
of the department should be updated and new books, novels, stories, 
abridged classical novels; magazines, newspapers, and different types of 
references in English language should be introduced and made public at 
the learners' demand. 
5- A drastic shift from teacher-centered approach of teaching to learner-
centered approach, which would ensure a reasonable development in the 
proficiency of learners in general. In any educational program, the 
learners' interests and motivations are essential, and the only way to 
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enhance these things is to get learners involved in the learning process 
through implementation of learner-centered methods of teaching reading 
and the other language skills. This can be well achieved through the 
practice of pair and group activities in reading class and other classes of 
English. 
6- The syllabus is, moreover, an influential feature in teaching/learning 
process in EFL situation in particular. Syllabus designers, material 
developers and the training colleges of teachers should collaborate so 
that at the time of drafting the syllabus the colleges should be informed 
and be fully aware of what the objectives and contents of the syllabus 
entail. Consequently, the English language syllabus in the department of 
English, colleges of education, should include particular components for 
the trainee teachers. It should also have a clear vision on how to deal 
with reading in EFL situation, improve vocabulary acquisition, improve 
reading efficiency, and handle or assess the learner. 
7- In an EFL/ESL context such as this of this study, and in accordance 
with the research findings in 'schema theory' ST, attention is to be paid 
to the selection of reading texts and reading materials. Similarly, the 
teacher while teaching reading must pay attention to the differences in 
background knowledge and should play a decisive role in preparing the 
learners for the passage that he is teaching by providing relevant 
background knowledge so that their schemata would be activated and 
stimulated as well. 
8- Sufficiently enough time should be allocated for teaching reading 
comprehension and reading skills in the department of English in the 
colleges of education in Aden University and the likes in Yemen as well. 
The limited number of contact hours that are now allocated for teaching 
reading is untenable. 
9- In order to produce competent students, who will be future teachers in 
schools, there should be concurrent syllabus reform, revision, or change 
in the departments of English so as to train them properly. Their task of 
teaching later on will be effective and productive. 
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10-Programs like continuing education, or what so called in-service 
training, workshops, and seminars are supportive to teachers. It is 
through such programs that learners polish their skills and hence 
become effective in class. Thus, training of reading teachers and English 
language teachers, in general, remains a crucial area of concern. In 
these programs, concentration is due on teaching methodologies of 
reading and the other skills which would be achieved through running 
short term courses, workshops, discussion forums, etc. 
To conclude, the rationale behind this study was to inspect and discuss 
thoroughly the reading problems of the Yemeni EFL learners of the Department 
of English college of Education, at Ataq, Shabwa; Aden University. Another 
important premise of the study was to propose some pedagogical and remedial 
measures, which based on the findings, to improve the teaching and learning of 
reading, as outlined in the above ten points. 
Teaching reading is a too much researched area in EFL/ESL context, but 
research in reading problems, particularly, at the college level in Yemen, is 
relatively a new research domain. The study attempted to bring to the fore both 
reading problems and the factors that contributed to existence of these 
problems which were really unique to the Yemeni EFL situation. The findings of 
the study revealed reading problems of the learners, and the ways of teaching 
and learning reading at the college level. This, probably, what makes it different 
from other studies carried out previously in this research area. It is hoped that 
the findings of our study would be inferential one, in the sense that it helps in 
diagnosing the problems of reading in other colleges of education at Aden 
University and the other Yemeni universities, because of the uniformity of the 
settings and contexts of learning English. It is also an ambition that this study 
would raise the awareness of education policy makers, syllabus designers, 
academic authorities, and English language teachers of the importance of 
reading and to have a clear insight into the reading problems of EFL learners. 
It is, indeed, an aspiration that the above concerned people would arrive at 
pedagogical decisions that would make reading, in particular, more fruitful and 
efficient at all educational levels. 
- 14 
THE READING PROBLEMS FACED BY THE 
LEARNERS OF ENGLISH AS A SECOND/ 
FOREIGN LANGUAGE : 
A CASE STUDY OF STUDENTS OF THE DEPARTMENT OF 
ENGLISH IN THE COLLEGE OF EDUCATION - SHABWA, 
ADEN UNIVERSITY, YEMEN 
THESIS 
SUBMITTED FOR THE AWARD OF THE DEGREE OF 
IN 
LINGUISTICS 
BY 
HUSSEIN ALI ABDULLA HABTOOR 
Under the Supervision Of 
PROF. M IRZA K H A L I L AHMED BEG 
DEPARTMENT OF LINGUISTICS 
ALIGARH MUSLIM UNIVERSITY 
ALIGARH (INDIA) | 
2004 
T6982 
Mirza Khalil A. Beg 
M.A , Ph.D 
CHAIRMAN 
DEPARTMENT OF LINGUISTIC! 
ALIGARH MUSLIM UNIVERSITY 
ALIGARH-202002(U P) 
INDIA 
Dated "arch 16 , 2004 
^tvtxiitntt 
Certified that the Ph.D. thesis "The Reading Problems Faced by 
the Learners of English as a Second / Foreign Language: A Case 
Study of Students of the Department of English in the College of 
Education - Shabwa, Aden University, Yemen"^ Submitted by 
Mr. Hussein Ali Abdulla Habtoor, a research scholar of the 
Department of Linguistics, Aligarh Muslim University, is his original 
research work and has been written under my direct supervision. 
H 4 
(Mirza Khalil A. Beg) 
Professor & Chairman 
Department of Linguistics 
Aligarh Muslim University 
Aligarh CHAIRMAN 
Department of Linguistics 
Aligarh Muslim Un verity, Aligarh 
Dedicated te 
my parents 
in admiration 
qftfieirxvarm affection, 
and never-ending encouragement; 
to my wife ancf^icCs 
for their sacrifice 
aCCthe way through 
ms research. 
''•^ad: in tde O^ame of thy CorcCwfio createtfi, 
Createtfi man from a coCf^ad: AncCtfiy Lord is the Most 
(Bounteous, who teacheth By pen, • 
Teacheth man that which he ^new not • " 
The Holly Quran 
Verses 1, 2 and 3 of Al-Alaq 
Table of Contents 
Certificate i 
Dedication ii 
Epigraph, Hi 
Table of Contents iv 
List of Tables and Figures viii 
Abbremations & Symbols x 
Acknowledgements xi 
CHAPTER 1 1 - 3 1 
Introduction 
1.0. Yemen: An overview 1 
1.1. System of education in Yemen 2 
1.1.1. Basic Education 5 
1.1.2. General Secondary Education 6 
1.1.3. Vocational Education 6 
1.1.4. Higher Education 6 
1.1.5. Women's Education 7 
1.2. Status of English in Yemen 8 
1.2.1. Historical Perspective 8 
1.2.1. Contemporary Perspective 11 
1.3. Teaching Methods of English at the Yemeni Schools 17 
1.4. English Outside the Classroom 19 
1.5. The Role of English in Present-Day Yemen 21 
1.6. Teaching English in Departments of English 22 
1.7. The Area of the Study 24 
1.7.1. Aden University 24 
1.7.2. College of Education, Shabwa 25 
1.7.3. Department of English 26 
1.8. The Need for Reading in EFL context in Yemen 28 
1.9. Research Problem 30 
1.10. Scope of the Study 31 
1.11. Justification for the Study 31 
CHAPTER 2 3 2 - 7 9 
Review of Literature 
2.0. Introduction 32 
2.1. Reading Process: Defined 33 
2.2. Reading: A Historical Overview 39 
2.3. Linguistics and Reading 43 
2.4. The Nature of Reading 45 
2.4.1. Comprehension and Reading 47 
2.4.2. Reading Speed, Rate and Flexibility 48 
2.4.3. Good vs. Poor Readers 50 
2.5. Models of Reading 51 
iv 
2.5.1. Bottom-Up Models 51 
2.5.2. Top-Down Modes 53 
2.5.3. Interactive Models 54 
2.6. Reading and Schema Theory 56 
2.7. Some Essential Influential Aspects of Reading 57 
2.7.1. Word recognition 57 
2.7.2. Automaticity Theory (AT) 58 
2.7.3. Threshold Theory (TT) 59 
2.8. First and Second Language Reading 60 
2.9. Reading Programs 62 
2.9.1. Intensive Reading 62 
2.9.2. Extensive Reading 64 
2.10. Types of Reading 67 
2.10.1. Silent Reading 67 
2.10.2. Oral Reading 68 
2.11. Reading Skills 70 
2.11.1. Word Attack Skills 70 
2.11.2. Text Attack Skills 72 
2.12. Reading Techniques 73 
2.12.1. Skimming 73 
2.12.2. Scanning 74 
2.13. Habits of Reading and Readers' Interest 75 
2.14. Reading and ESL/EFL Learner's Achievement 76 
2.15. Reading Problems 77 
CHAPTER 3 8 0 - 9 3 
Research Methodology 
3.0. Introduction 80 
3.1. Sample Design 80 
3.2. Objectives of the Study 81 
3.3. Hypothesis 82 
3.4. Tools of Data Collection 82 
3.4.1. Cloze Tests 82 
3.4.2. Comprehension Tests 85 
3.4.3. Composition Tests 88 
3.4.4. Observations 88 
3.4.5. Questionnaires 90 
3.5. Procedure of Collecting the Data 91 
CHAPTER 4 9 4 - 1 4 3 
Data Analysis 
4.0 Introduction 94 
4.1. Comprehension Tests 94 
4.2. Cloze Tests 94 
4.3. Questionnaires 95 
4.4. Observations 95 
4.5. Composition 96 
V 
4.6. Comprehension Tests and Cloze Tests Analysis 98 
4.7. Composition Tests Analysis 105 
4.8. Correlational Analysis 109 
4.9. Students'Reading Profile 114 
4.10. Students'Strategies in Reading English Text 117 
4.10.1. Students ' Strategies in Dealing with Vocabulary 117 
4.10.2. Text Meaning and Speed Strategies 119 
4.11. Students'Reading Text Preference 121 
4.12. Teachers'qualification, Service and Experience 123 
4.13. Teachers Workload and Time Allocated for Reading 124 
4.14. Objectives of English language Syllabus and Areas of Emphasis.... 126 
4.15. Important Aspects of ELT 127 
4.16. Students'Abilities in English 128 
4.17. Usage of English by Learners 129 
4.18. Homework and Reading Assignment 130 
4.19. English Teaching Aids and Reading Materials 131 
4.20. Reading Assessment 133 
4.21. Teachers'Motivation 134 
4.22. Library 135 
4.23. Observation of Reading Classes 136 
4.23.1. Teaching Process of Reading 136 
4.23.2. Facilities 139 
4.24. General Impression of the Teaching of Reading 140 
4.24.1. The Learners 141 
4.25. Factors Contributed into Reading Problems 143 
CHAPTER 5 144 - 167 
Discussion of Findings 
5.0. Introduction 143 
5.1. Learning Perspective of Reading Problems 143 
5.1.1. Learners' Reading Comprehension Ability Problems 143 
5.1.2. Inadequate Reading Speed of the Learners 149 
5.1.3. The Problem of Inadequate Vocabulary Acquisition 152 
5.1.4. Learners and the Conception of Reading 156 
5.2. Teaching Perspective of Reading Problems 157 
5.2.1. Teaching Methods of Reading 158 
5.2.2. Reading Programs 160 
5.2.3. Syllabus and Textbooks 162 
5.2.4. Teachers' Professional Training and In-Service Training 163 
5.2.5. Teachers'Attitude and Workload 165 
5.2.6. Dearth of Extra-Curricular Reading Materials 165 
CHAPTER 6 168-179 
Conclusion 
6.0. Introduction 167 
6.1. Summary 167 
6.2. Pedagogical Implementations 176 
vi 
Bibliography 180-193 
Appendices 194-229 
Appendix 1 - Comprehension Test 1 Group A 
Appendix 2 - Comprehension Test 1 Group B 
Appendix 3 - Comprehension Test 2 Group A 
Appendix 4 - Comprehension Test 2 Group B 
Appendix 5 - Comprehension Test 3 Group A 
Appendix 6 - Comprehension Test 3 Group B 
Appendix 7 - Cloze Test 1 group A 
Appendix 8 - Cloze Test 1 group B 
Appendix 9 - Cloze Test 2 group A 
Appendix 10 - Cloze Test 2 group B 
Appendix 11 - Cloze Test 3 group A 
Appendix 12 - Cloze Test 3 group B 
Appendix 13 - List of Words Deleted in the Cloze Tests Group A 
Appendix 14 - List of Words Deleted in the Cloze Tests Group B 
Appendix 15 - Chart of Cloze Test Scores 1 Group A 
Appendix 16 - Chart of Cloze Test Scores 1 Group B 
Appendix 17 - Chart of Cloze Test Scores2 Group A 
Appendix 18 - Chart of Cloze Test Scores2 Group B 
Appendix 19 - Chart of Cloze Test Scores3 Group A 
Appendix 20 - Chart of Cloze Test Scores3 Group B 
Appendix 21A Composition Tests Group A 
Appendix 2 IB Composition Tests Group B 
Appendix 22 Students' Questionnaire 
Appendix 23 Teachers' Questionnaire 
Appendix 24 Observation Schedule Form 
Appendix 25 Teaching Plan of English Dept. froml998-2001 
Appendix 26 Map of the Republic of Yemen 
Vll 
List of Tables and Figures 
I. Tables: 
Serial No. Table's Name Page 
1.1 Indicators of the students in General Education 
in the Republic of Yemen 5 
1.2 The Current Teaching Plan Department l^t Year 27 
1.3 The Current Teaching Plan Department 2«d Year 28 
4.1 Group A Descriptive Statistics 97 
4.2 Group B Descriptive Statistics 97 
4.3a Group A Grouped Content Words Mean Error% 102 
4.3b Group A Grouped Functional Words Mean Error % 103 
4.4a Group B Grouped Content Words Mean Error % 103 
4.4b Group B Functional Words Mean Error % 103 
4.5 Correlation Matrix Group A 110 
4.6 Correlation Matrix Group B 110 
4.7 Students' Preference of Reading 114 
4.8 Students' Judgment of New Words Pronunciation 119 
4.9 Students' Strategies in Handling Text Meaning 119 
4.10 Students'Strategies in Speed and Comprehension 120 
4.11 Students' Rating of Problematic Issues in Reading 121 
4.12 English Language Teachers'Qualifications 123 
4.13 Teachers'Teaching Service 124 
4.14 Teachers' Work Load per Week 124 
4.15 Number of Teachers in Each Skill 12 5 
4.16 Teachers Preference of Teaching Skills 125 
4.17 Teachers' Assessment of Time Allocated for Reading 125 
4.18 Teachers Opinions on the Clarity of the Syllabus 126 
4.19 Teachers' View on the Elements Focused by the Syllabus 127 
4.20 Teachers' Rating of the Skills According to Importance 128 
4.21 Teachers' Rating of the Skills According to Neglect 128 
4.22 Teachers' Rating of the Abilities Importance to Students 129 
4.23 Teachers' Assessment of Students' Usage of English 130 
4.24 Punctuality of Students in doing Assignments 130 
4.25 Teachers' Assessment of Students Additional Reading 131 
4.26 Providence of Reading Materials 86 Teaching/learning Aids 132 
4.27 Audio-Visual Aids Utility 133 
4.28 Frequency of Reading Assessment in Each Semester 134 
4.29 Teachers'Satisfaction of Teaching English 134 
4.30 Teachers' Evaluation of the Library of the College 135 
VIII 
II. Figures: 
1.1 Educational Ladder in the Republic of Yemen 4 
1.2 Aden Colony-Structure of Educational System 10 
1.3 Enrolled and Graduates of the College of Ed. Shabwa 26 
2.1 Cycles of the Reading Process 38 
2.2 Good and Poor Readers'Circles 51 
2.3 Coady's (1979) Model of the ESL Reader 53 
2.4 Rumelhart's Interactive Model of Reading 56 
4.1 Mean Error % of the Comprehension Tests 100 
4.2 Cloze Tests Mean Error % 102 
4.3 Composition Tests Mean error % 105 
4.4 Students' Language Preference of Reading 115 
4.5 Students' Time Spent Daily in Reading 116 
4.6 Students' Claim Over Practicing the Four Skills 117 
4.7 Students' Strategies in Dealing with New Words 118 
4.8 Reading Habits of the Students 122 
IX 
Abbreviations and Symbols 
I. Abbreviations: 
AT Automaticity Theory 
AWM Acceptable Word Method 
BM Bilingual Method 
CIEFL Central Institute of English 86 Foreign Languages 
EFL English as a Foreign Language 
EFY English for Yemen 
ELT English Language Teaching 
ERP Extensive Reading Program 
ESL English as a Second Language 
EWM Exact Word Method 
FL Foreign Language 
GSSLE General Secondary school Leaving Examination 
GTM Grammar Translation Method 
HDR Human Development Report 
IRP Intensive Reading Program 
LI First Language 
L2 Second Language 
M Mean 
Max. OM Maximum Obtained Mark 
MCQs Multiple-Choice Questions 
MEP Mean Error Percentage 
Min. OM Minimum Obtained Mark 
MT Mother Tongue 
NL Native Language 
OEQs Open-Ended Questions 
OTQs Ordering Task Questions 
PDRY Peoples' Democratic Republic of Yemen 
RA Reading Aloud 
SD Standard Deviation 
SQ Students' Questionnaire 
ST Schema Theory 
T /FQs True or False Questions 
TQ Teachers' Questionnaire 
TT Threshold Theory 
V Variable 
YAR Yemen Arab Republic 
YDMCH Yemen Demographic and Maternal and Child Health Survey 
II. Symbols: 
* Ungrammatical Form 
d Used for Schwa as in the words father and about 
S Used for voiceless palato-alveolar fricative sound as in shy and wish 
A Used for the central half-open neutral vowel as in hut, and cut 
Acknowledgment 
It is a matter of all pleasure to start writing my words of acknowledgment 
to announce completing my research work for my Ph.D. thesis, and express 
my thanks to the people who have contributed in many ways to make my 
research a success. 
I would like to express my heartiest gratitude and feelings of respect to 
my research supervisor, Professor Mirza Khalil Ahmed Beg, the Chairman 
of the Department of Linguistics at Aligarh Muslim University, for his 
constant and sincere help and guidance. He not only inspired me and 
motivated me to work, but also very kindly read my typescript and clarified 
certain points regarding to analysis and presentation of the data. His 
invaluable suggestions, since the very beginning of my research, have gone 
along way to improve my work. All words of expressiveness that I might 
have chosen to record my thanks to him would remain insufficient. In 
short, without his direct supervision my work would have terminated in its 
initial stages. 
I am also grateful to Professor A.R. Fatihi, Professor S. Imtiaz Hasnin, Dr 
Shabana Hamid, Mr. Masood Ali Beg, Dr. Sabahuddin Ahemd and Mrs 
Samina Surti. Thanks for Dr. Mohammed Riaz Khan assistant secretary. 
Department of Linguistics and A.K. Goel for their help. I would like also to 
thank Dr. S.Ehteyar Ali for his kindness and consultations in many issues. 
Special thanks are due to Mr. Najeebul Hasan Khan the Seminar librarian 
of the department for his sincere feelings and help. 
I am grateful to the staff members of Maulana Azad Library (Central 
Library of the AMU) for helping me in providing all kind of assistance in 
searching the stacks of the library for references. 
I would like to record my words of appreciation and thanks for Professor 
Abdul-Aziz Saleh Bin Habtoor Deputy Minister of Education, Republic of 
Yemen and the former Vice-rector for Students' Affairs and Secretary-
General of Aden University for his support all through my postgraduate 
studies. 
I would like to extend my heartiest appreciation to Aden University for 
granting me the financial support and sanctioning me the study leave to 
pursue my Ph.D. course at the AMU. Special thanks are due to Dr. Nasser 
Saleh Habtoor the Dean, Faculty of Education at Ataq, Shabwa, for his help 
in the time of collecting data for my research in the Department of English. 
Many thanks to my colleagues, the teachers of English Department in the 
college, for their help in collecting my data: Mr Hussein Medlah, Mr 
Banafa'a, Mr. Salah, Mr. Abdullah Saif, Mr. Abdulhaq and Mrs. N. M. 
Awadh. 
XI 
I am deeply grateful to my teacher and friend in the Dept of English, 
Hadramout University, at Mukalla, Mr. Saleh Goban for providing me with 
valuable information through e-mail. 
I am really in debt for those students of the Department of English, 
College of Education, Shabwa, who actively participated in the field work of 
my research and without their help my work would have been blocked in its 
very beginning. 
I would like to thank my friends and research scholars for the pleasant 
time that we have spent together in the cam^pus of the AMU; they are: Dr. 
Mohammed Shadadi, Dr. Abdulwahed Qasim, Mr Nader Yassin Mr. 
Mohammed Alward, Mr. Fahd Mogawer, Mr. Ahmed Attash, Mr. Anwar Al-
Athwari, Mr. Taha Ahmed Hasan, Mr Hassan Ja'shan, and Mr. Adel Qadha. 
Thank you all for being kind and helpful in one way or another. 
I am also grateful to Mr. Abdullah Boaram for his consultations and nice 
company since the date of my admission and Mohammed Masroor for his 
suggestions and help in supplying me with references from Delhi 
University. I also really thank Mr. Mohammed Ali Nasr Saif for his kindness 
and help for me at the time of admission and after. I am very grateful to 
Mr. Nabil Farae for his sincere help, genuine remarks and suggestions. 
I would like to specially and warmly record my heartiest thanks to my 
parents for their feelings of affection and love, who spare no effort, what so 
ever, to help and pray for me. I really apologize for the trouble that I have 
created for them while being away from home for quite long time. I would 
like to thank my brothers and sisters for their assistance and kind feelings 
all through my research. 
Last but not the least, I express my warm feelings of love and affection to 
my wife and kids Taha and Ali for their patience and encouragement that I 
enjoyed in their company. I appreciate the sacrifice mtt wife made to make 
every thing comfortable for me in my research. 
Above all, my sincere thanks are due to the Almighty God, the Creator 
and the Sustainer, "Who teaches man that which he knew not", for all kind 
of help extended to me to finalize my work. 
Needless to say that whatever shortcomings this research might have is 
the entire responsibility of mine. 
Hussein Ali AbduUa Habtoor 
AN INTRODUCTION 
1.0. Yemen: An overview: 
Yemen, the home of Queen of Sheba, or what was known in the writings 
of the ancient Romans as 'Arabia Felix', in contrast to the relatively barren 
'Arabia Deserta' to the north, has been in the crossroads of Africa, the 
Middle East, Europe and Asia. It is located on the southern corner of the 
Arabian Peninsula, particularly in the southern western part of Asia 
between latitudes 12 and 20 north and longitudes 41 and 54 east. The total 
area excluding Alrub-el-Khali, the empty quarter desert', is 555,000 square 
kilometer. Yemen is bordered by Saudi Arabia in the north, the Arabian Sea 
and Gulf of Aden in the south and Sultanate of Oman in the east, and the 
Red Sea from the west. 
The resident population of Yemen, according to the official statistics for 
the yesir 1998, is 17,707,000 with an over all density of approximately 30 
persons per square kilometer. 
Yemen has a large number of islands scattered in both Arabian Sea and 
Red Sea, reaching 112 in round figures. The largest of which is Soqotra, 
located in the Arabian Sea in a 510-kilometers distance from the main land 
and with population of about 44,000 distributed in an area of 3650 square 
kilometer (see Republic of Yemen Map, Appendix 25). 
From a historical point of view and due to its key position on the ancient 
spice routes, Yemen has been severally invaded by different empires like 
Ethiopian, Persian, Portuguese, and finally the British Empire. 
Being a strategic seaport on the crossroads between east and west, the 
British were attracted by Aden, who captured it on January 19'* ,^ 1839, and 
then they gradually spread their own control over the rest of the whole 
southern part of Yemen. Since then, the government of Aden was 
associated to the British Government of Bombay, India, till January 4th, 
1937, when the British decided to exclude Aden from being part of their 
administration in Bombay and declared Aden as British Crown Colony 
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directly administered by the Ministry of Colonies in London. Henceforth, 
they divided the country into three parts: Aden Colony, Aden Western 
Protectorate, and Aden eastern Protectorate, i 
Southern part of Yemen remained so till November 30th, 1967, when the 
Peoples Democratic Republic of Yemen (PDRY) was declared as an 
independent state. 
The northern part of Yemen, partially, remained under the rule of the 
Ottoman State from August 3^^, 1538 till October, 30* ,^ 1918 when this part 
of the country was declared as an independent state run by the Imam, a 
monarch who ruled this part for about 44 years. The Imams' kingdom was 
overthrown on September 26*, 1962, when a republican revolution broke 
out and the Yemen Arab Republic (YAR) was announced as an independent 
and free state. 
The two parts were reunified on May 22"<i, 1990 in one democratic and 
free country under the name of Yemen Republic. Since the reunification the 
country has been taking serious steps towards the democratization of a free 
and stable society, and opening up to the outside world, but the country 
has to go a very long way to secure such a flourishing and developed 
situation. 
1.1. System of education in Yemen: 
System of education is commonly known as a set of several t^pes of 
educational stages, schools, curricula, programs, texts, activities, and 
teachers. Furthermore, it includes the educational administration, its 
organization and funding. 
It is also defined as the programd education which is recently meant to 
be a set of interrelated components of the educational process, having its 
own inputs and outputs (see Ba-Abbad, 1994: 26). The educational system 
is, however, an integrated part of the whole social system in a particular 
society, which, naturally, has its own sub-systems such as the system of 
' Western Protectorate includes: Sultanates and Mashyakhates of Fadhli, Awlaqi, Meflhi, Qatabi, Aqrabi, etc. 
Eastern Protectorate includes: Sultanates of Qua'iti, Wahidi, kathiri, and Mahri. 
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primary education, teacher training, administration, funding, and 
evaluation system. All these systems are interrelated and can best be 
understood as a whole entity, viz., the educational system which is 
interchangeably affecting the entire social system. 
As mentioned previously in (1.1), politically, Yemen had been divided into 
two parts over a long period of time. Even after the break out of the two 
revolutions and the announcement of the republics in both sides; Yemen 
remained divided and having two extremely different regimes. This 
eventually has its own influence on the educational systems. As a matter of 
fact, it is acknowledged that political factors collaborate with the 
demographical and geographical factors to shape a certain system of 
education in a given country. 
The educational system in Yemen, however, is no exception in having the 
same essential components any other educational system has in the globe. 
Its three components are: Inputs, educational process, and outputs 
Inputs of the educational system, according to Ba-Abbad (1994) include: 
• Educational philosophy, which is the comprehensive intellectual 
vision, based on which general objectives that direct the whole 
educational system and pedagogical activity in Yemen. 
• Educational policy. 
• General objectives of education. 
• Ekiucational ladder, which means the types and stages of the 
educational system through which the students successfully pass in 
their education careers. Ladder of education implemented in 1994 
follows the scheme of 9 years basic (primary and preparatory) 
education followed by 3 years as a secondary school education, 
teacher training programs for 3 years after the basic school and 2 
years after the secondary school. Vocational training duration is 
three years commencing after the basic school. Before 1994, the 
scheme of the ladder was (6 -3 - 4) in the northern par t of Yemen, 
while in southern part it was (8 - 4) years ^ {ibid.:40) 
Figure (1.1) 
Educational ladder according to the general 
education law approved by the parliament on August, 11"', 1992. 
Grades 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 
Basic Education 
Secondary Education 
Teachers' Training 
Industrial Education 
Religious Education 
Vocational 
Education 
Higher Education 
Source: 
Ba-Abbad (1994) Education in the Republic of Yemen; Its Past, Present and Future: an 
inclusive study, p 43 
Teachers, and 
Students: The number of s tudents in the general education is, 
however, enormously increasing. The following table shows the 
figures obtained in the statistical department in the ministry of 
education, Sana'a. 
" 6= primary; 3= preparatory and 4= secondary school. 
8= primary +preparatory (Unity School) and 4= secondary school. 
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Table (1.1) 
Indicators of the Students in General 
Education in the Republic of Yemen 
Indicator 
Primary school 
Students 
Secondary 
Schools Students 
Total 
Urban 
Number 
1057625 
231745 
1289370 
% 
82 
18 
100 
Rural 
Number 
2343883 
252828 
2596711 
% 
90 
10 
100 
Total 
Number 
3401508 
484573 
3886081 
% 
88 
12 
100 
Data Source: 
General Report of the Educational Survey Results of 2000/2001 
Outputs of educational system, no doubt, are reflected in the emergence of 
a qualitative individual and society, and the type of civilization sought. All 
this goes accordingly with the philosophy and objectives of education 
planned by experts. In the Republic of Yemen, unfortunately, there is no 
clear policy or philosophy of education, according to Ba-Abbad (1994:58-9), 
who asser ts that this situation complicated the problem of educational 
process a s well a s the outputs of the system. The educational system does 
not provide good outputs . Compared to the objectives of both the general 
and higher education, the s tandard of the graduates spiritually, 
scientifically, and even physically, is deteriorating. Added to all tha t is the 
rarity of jobs for many specialized cadres, which is also a result of 
imbalance in the educational system policy in Yemen. The stages of 
education will be looked at in turn as follows: 
1.1.1. Basic Education: 
This stage is the base establishment of education hierarchy beginning at 
the age of 6 or 7 years. The enrolment rate in basic education for the age 
group 6-15 yesirs was around 7 1 % for males and 38% for females. The 
number enrolled in basic education for the year 1996/1997 was 2,557,329 
s tudents of both sexes (see: Yemen Demographic and Maternal and Child 
Health Survey 1997, YDMCH). The ministry if education has endeavored to 
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expand basic education through building schools, preparing teachers, 
providing books and other means through out the country (Ghanim and 
Mutahar 1991:60). The number of schools according to the 2000/2001 
Results of the Comprehensive Educational Survey reached 9065 all over the 
country. The great increase of the population of the 6 to 15 age group, in 
particular, leads to the increase in the demand for education, which in turn 
requires more modern and integrated school buildings, more qualified 
teachers, more textbooks and educational equipments on display. 
1.1.2. General Secondary Education: 
General secondary education attracts the majority of graduates from 
basic education. Enrolment in this stage constituted 98.2% of the 
enrolment in the secondary education and its equivalent (Human 
Development Report, HDR 1998:68). The majority of the students who 
graduate from the basic education are very much aspired by joining the 
university. The right path for them to such an objective is the secondary 
education. The number of students enrolled in the secondary education 
according to Central Statistical Organization report on YDMCH (1997) was 
289,578 for the year 1996/97. 
1.1.3. Vocational Ekiucation: 
Vocational education in its branches (industrial, agricultural, 
veterinarian, commercial, and health) according to the HDR (1998) is 
competing to attract graduates from the basic education stages. However, 
its share is still limited. Indeed, the enrolment rate in technical education 
reaches only 1.8% of the total secondary education and its equivalent. The 
reasons for that are, definitely, very many but the most significant one is 
the belief that university education is better than vocational one and it 
(university education) gives a social status and better income. 
1.1.4. Higher Education: 
Higher education in Yemen has witnessed a relatively vast and rapid 
improvement in terms of both quantity and quality. In 1990, when the 
Republic of Yemen came to being, there were only two government 
universities, viz., Sana'a University, Sana'a, and Aden University, Aden. 
Today, luckily, there are five other more universities that have been 
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additionally established in different provinces of the country to meet the 
urgent needs of human resources and the country development as well. 
These universities are: Taiz University, Taiz; Hadhramout University, 
Mukalla; Hodeidah University, Hodeidah; Ibb University, Ibb, and Dhamar 
University, Dhamar. They almost offer admission to different courses both 
at the graduate and postgraduate levels in several fields. According to the 
statistical figures of the year 1998, the number of students enrolled in the 
Yemeni government universities reached 131880. Males are 108440, 
whereas females are 23440 and the graduates were 9022 males; whereas 
females were 2134. 
According to HDR (1998:72), Private universities, however, are unable to 
attract sufficient secondary school graduates. Their share did not exceed 
6.4% of total enrolment in the academic year 1996/97. The reasons for that 
are the inabilities of many families to bear the cost of education, and lack of 
trust in the level and quality of teaching in private universities. 
Anyway, it is worth mentioning that the evolution of higher education is 
marked by low female enrolment in Yemeni universities. 
1.2. Woman's Education: 
Education of women in Yemen, as a general fact, is very limited, 
particularly in the countryside. People in rural areas believe that women's 
role in the society is insignificant and they would prefer to send their boys 
rather than their girls to schools in both basic and secondary stages. 
According to HDR (1998:66) "expansion of education services has proven to 
be biased in favor of males. While the male enrolment rate in the age 6-15 
years reached 86.2% in 1997 the rate among females falls to 39.8%. It 
decreases further in the age group 16-18 years to 41.8% and 12.9% for 
males and females, respectively." 
In Shabwa Governorate, for instance, where the majority of people are in 
rural situations, the gross enrolment rate of women for both basic and 
secondary education is 18.7% (ibid: 132), which shows a very low status for 
women's education in this governorate. This is a common phenomenon in 
the majority of the governorates of Yemen, especially rural ones. However, 
discussion of the reasons behind such a phenomenon is beyond the scope 
of this study. 
1.3. Status of English in Yemen: 
Statues of English will be looked at in two perspectives as in the 
paragraphs below. 
1.3.1. Historical Perspective: 
As mentioned earlier in (1.1), Aden was captured by the British in 1839 
and they remained as occupjdng forces for the entire southern part of 
Yemen till 1967, that is, they ruled for 129 years, in a succession of about 
33 British general governors and high commissioners commencing with 
Captain Stafford B. Haines, who lead the military campaign to capture 
Aden, and concluding with Sir Humphrey Trevelyan as the last British 
governor for Aden colony and south Yemen as a whole. 
Absolutely, English as the language of the rulers became the official 
language. The need for Yemeni employees made it a must to start 
establishing systematic education to provide the British administration 
with local personnel equipped with English. This would have made their 
mission of spreading control over the whole inland area much easier. 
As for the question when English language has started being taught in 
schools in Yemen? It is really unjust and totally far from ground reality, 
what some scholars like, for instance, Al-Mikhlafi (1999) and Al-Hamzi 
(1999), among others, believed that English was introduced in Yemen in 
1920s unsystematically and only after the 26*^ 1962 revolution in 
systematic education. This is probably true just for one part of Yemen; 
namely the northern part, but as a matter of fact Enghsh started much 
more earlier on the hands of the British Colonizers in Aden and 
subsequently in the whole occupied southern part of Yemen. Indeed, they 
started establishing systematic English medium schools to attract the 
locals, especially the sons of the Sultans and Chiefs of the tribes. 
Suleiman (1994:66) asserts that after seventeen years of British 
occupation for Aden, i.e., started 1839, the inauguration of the first 
government school took place on the hands of Saint G.B. Badger in 1856, 
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which lasted only for two years and then closed. However, its goal was to 
provide clerks for the Arabic section in secretariat of Bombay Government 
in Aden. In 1866 another government school was opened in Crater, Aden 
with English as the medium of instruction, and was administered by an 
Indian principal. Its goal, as he himself admitted, was "to establish and 
spread its influence all over the country and to attract the sons of the 
chiefs. The main concern of such a school is to psychologically prepare the 
tribesmen and the Sultans to accept the strange new comer, namely, the 
British occupier." 
Later on, many other schools had been established by the British. In 
1879, for instance, another government primary school was opened in 
M'alla, Aden, a third one in 1880 in Tawahi, Aden and a fourth was opened 
in Sheikh Othman, Aden in 1882. In 1918 the British had established the 
Government Residency School Building in Crater, Aden (presently, the 
Military Museum) that comprised both the primary and secondary schools 
with English as their medium of instruction (Suleiman 1994:67-8) 
As for the girls' education, the first government primary school was 
established in 1930s and administered by Miss. Walker as the first British 
school lady to run such a job in Aden Colony (ibid: 67-8) 
In 1938, the British Government had appointed Mr. John Attenborough 
as the Director of the Department of Education in Aden for the first time 
after being long-run by the Indians. He, in fact, started politicizing 
education in Aden and its protectorates. 
Further more, during the British occupation era a number of 
missionaries' schools were established. The Vatican, for instance, had 
established two schools in 1854; one in Crater, Aden, known as Saint 
Joseph School and another one by the name of Saint Anthony, in Tawahi, 
Aden. Both were providing primary and secondary education with English 
as their medium of instruction. However, those were not the only schools; 
rather there were some others set up by other missionaries working in Aden 
at that time. The Scottish Protestant Mission known as the 'Keith Falconer' 
ran a school in 1886 and the Danish Mission School came to being in 1910. 
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The medium of instruction in those schools was English as well (Al-Ardhi 
2001:136). 
The number of Government, Aided and Independent schools, actually, 
had been increased over those three decades. Figure (1.2) gives a clear idea 
about the structure of education system in Aden at that time. 
Figure (1.2) 
Aden Colony- Structure of Educational System 
Men's teacher Training 
Center (2 years) 
Government Scholarships 
abroad 
Women's Teacher 
Training Center (2 years) 
Government Technical 
Institute (Boys) 
Aden College 
(Government Secondary (boys) 
(4 years+2 \ ears) 
Aden Girls College 
(Government Secondary 
(Girls (4 years) 
Government Secondary 
School (Boys) (4 Years) 
Aided and Independent 
Secondary Schools 
(Boys and Girls) 
(4 years) 
INTERMEDIATE SCHOOLS 
(Government. Aided. Independent) 
(Boys and Girls) (3 years) 
PRIMARY SCHOOLS 
(Government. Aided. Independent) 
(Boys and Girls) (4 years) 
GOVERNMENT OF ADEN EDUCATION DEPARTMENT, ANNUAL SUMMARY, 
P.16.1961 
Source: 
Al-Ardhi, A. S.M. (2001) History of Education in Aden from 1839 to 1967, p 397. 
In 1940s, 1950s, and 1960s, compared to earlier decades, education 
position in Aden had witnessed some reforming measures that pushed it 
forward. As far as certificates are concerned, for instance, the government 
secondary schools syllabus had been promoted and Senior Cambridge 
Certificate had been introduced. Arabic had been a compulsory subject 
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after being for a long time a non-compulsory one, and English remained the 
language of instruction in the secondary schools. 
In 1960s loud voices heard in some areas of the then occupied south 
Yemen demanding the British Government to make Arabic as the medium 
of instruction in schools. For instance, the director of education department 
in Al-Qua'iti Sultanate, Eastern Protectorate, (presently, Hadramout Govt.), 
Mr. Mohammed Abdulqadir Bafaqiyah had urgently asked the British in an 
application to arabicize the secondary school syllabus in the Sultanate. His 
application was absolutely rejected and he had been under sharp criticism 
from the British for his frankness and straightforward attitudes (for details, 
see Suleiman 1994:299) 
In the northern part of Yemen English started in a rather random way. 
In the mid 1920s, when the Imam (Monarch of Yemen) and for sake of his 
own interests, felt the necessity for educating some Yemenis; a group of 
students were chosen to be sent abroad for a scholarship. Thus, they were 
taught both Arabic and English before leaving Yemen. The types of 
materials and the procedures of teaching in this special situation were 
freely determined by the teachers themselves (see Al-Mekhlafi 1999:5). 
1.3.2. Contemporary Perspective: 
After the declaration of both republics in the two parts of the country; 
that is, formerly YAR and PDRY in the north and south Yemen, 
respectively, the system of education remained totally different. 
Consequently, English as a foreign language, in terms of materials, 
curriculums and age of its teaching remained dissimilar as well. 
In the northern part schools, anyhow, English was taught for six years in 
both preparatory and secondary schools commencing from grade seven, 
i.e., the first year of the preparatory school. 
As far as the curriculum is concerned, Al-Mekhlafl (1999:5) argues that 
in 1963 - 1964, the first school year in the Republican era, the requirement 
for introducing English as a school subject was thought of. Thus, a group 
of Egyptian teachers were brought to teach English, who definitely, took up 
the Egyptian curriculum of English, viz. The Nile Course of English, which 
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was employed till the late 1960s. In 1970 this course was replaced by the 
Progressive Living English for the Arab World, a course that was taught in 
some parts of the Arab world, which did not fit in teaching English in 
Yemen. Another course, English for Yemen (EFY), in later stage, was 
designed by the Ministry of Education in the northern part of Yemen in 
collaboration with the British Council to meet the needs of teaching English 
for the Yemeni learners. 
David Rhymer, an inspector of English language teaching in the Ministry 
of Education has been quoted in Al-Mekhlafi (1999:7) as specifying the 
objectives of the EFY course in the secondary schools as follows: 
1. To give further practice in the language acquired at the preparatory 
stage. 
2. To consolidate the language acquired at the preparatory stage 
3. To extend the student's knowledge of the basic language acquired at 
the preparatory stage. 
4. To introduce the students to practice in scientific language, 
vocabulary, sentences which are read in scientific descriptions. 
5. To give the students practice in basic scientific language, vocabulary, 
sentences which are read in scientific descriptions. 
6. To give the students some knowledge of the descriptions of language. 
7. To give the students study skills, e.g., extraction of information from 
texts such as, reading, summarizing, categorizing, defining, etc. 
Then again, the former Peoples Democratic Republic of Yemen, PDRY, 
came to existence in south Yemen on the eve of November, 30th, 1967. 
Thus, its announcement was an end for a very long chapter of the British 
occupation lasted, as pointed out previously, for 129 years in which English 
was imposed as the medium of instruction in education and the language 
of the government as well. 
Being the language of the colonizers among other reasons, English after 
independence was strongly objected to continue such an outstanding role 
in the daily life of the people. Revolutionary voices raised up unconsciously 
against everything linked to the colonial era, and some people, 
unfortunately, were of the view of stopping English of being taught at 
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schools, even a s an ordinary optional school subject, for nothing bu t it was 
the language of the occupation'. However, Ghanim (1978:7) asser ts that 
"we mus t remember tha t glorifying English (i.e. the language) does not 
mean the glorification of the English rulers or the English values. English 
belongs to any country which uses it; it is no longer the property of the 
English alone." It is really unjust and unfair to deal with English language 
as equally a s dealing with the English, the colonizers. G h a n i m . h a s also 
clarified the matter in a good justified wording: 
The Yemenis, as in case of several other British colonies, were 
against the English - the rulers; they left in 1967. We never 
accepted the English style of life. We are against the colonial 
traditions, the imperialistic attitudes, the bourgeois values, the 
snobbish outlook, etc. But we are not against the English language, 
which is an international; for the economic, scientific, technological, 
commercial, and intellectual development of any country in the 
modem world the learning of English has become a must. The 
English language, whether we like it or not, embodies modem 
thought; English language is a "window on the world" 
(Ghanim 1978:7) 
After independence, particularly, in the 1960s, the entire curr iculum had 
been changed and homogeneously unified in all over the PDRY and English 
was no longer the language of instruction in education particularly in the 
secondary schools. Ghanim also has described the situation as: 
English is no longer the medium of instruction at the school level. 
When English was the medium of instruction, there was more 
contact with English and most students just "pick up" the language. 
Our government has taken the right decision of replacing English by 
Arabic as the medium of instruction at the school level because 
effective learning takes place only through one's mother tongue. At 
the same time we must remember that our students are exposed to 
English only during English lessons (i.e., only about 4-5 hours a 
week) 
(Ghanim 1978:13) 
Anyway, the curriculum of the Technical Institute in Aden remained 
unaffected with English a s the medium of instruction. It was associated, for 
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a period of time, to the British system of Education due to difficulties in 
designing a new curriculum (see Suleiman 1994:366). 
In regard to age on which English used to be introduced in former PDRY, 
it was the grade five of the Unity SchooP till the end of the secondary stage, 
i.e., the total exposure to English is eight school years. 
During the 1960s and 1970s the series of The New Method Readers by 
Michael West were adopted to be the syllabus of English in schools. It 
consisted of books modified and tailored to meet the needs of the Arab 
learners in many countries in the Arab world and known by the name of 
New Method English for the Arab World. West's main aim in designing that 
course was 'reading-first approach', which was produced to serve in 
situations where large classes had to be taught with limited facilities and 
lower learner motivation. Along with those readers, supplementary reading 
materials were provided as companions, containing glossaries of English 
words with their equivalents in Arabic, in addition to some abridged 
English novels for supplementary reading. 
West had considered many essential aspects in designing his course in 
FL situations such as "'the mental age of the book' (to go with the reader's 
chronological age), the best ways to put to use the 'minimum adequate' and 
'defining'vocabularies..." (Tickoo, 2003:351) 
By the end of the 1970s, a new locally designed course for both unity 
schools and secondary schools were produced by the Educational Research 
Center, Aden. The unity school syllabus, English for Unity School, was 
designed by Omer Basunbol"* in 1978, which is a series comprising 4 books 
along with workbooks and supplementary materials of stories and rhymes. 
The secondary school course, Yemeni Reader, is a locally designed course, 
as well, which was produced at the Educational Research Center, Aden, by 
some Yemeni experts in collaboration with the well known Indian Linguist 
Professor N. Krishnaswamy of the CIEFL, Hyderabad. The course, however, 
•* Both primary and preparatory schools were combined together as one school in the educational ladder of 
former PDRY known as "the Unity School of the Eight Classes". 
•* An eminent scholar of EFL in Yemen, who presently serves as an associate professor of ELT Methodology, 
Hadhramout University, Mukalla. 
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consists of 4 books accompanied by supplementary materials for the whole 
secondary stage. 
On May, 22"'^, 1990, the two long-separated par ts of Yemen merged into 
one independent, democratic and integrated entity known a s the Republic 
of Yemen. Since then, the government role in the field of education h a s 
been basically focused on the unification of the educational system and the 
modernization of the whole syllabuses for all stages all over the country. 
English a s being the only foreign language taught in schools in the new 
educational system has not been gaining an adequate attention, 
particularly in the basic education and secondary education. S tudents are 
exposed to English only 4 - 5 hours weekly, and it s tar ts a t the grade of 
seven, i.e., 13 -14 of age; in other words at the puberty period of 
development. This age, frankly speaking, is not suitable for learning a new 
language, simply because the earlier the language is introduced the easier 
and the better the acquisition will be. ' Critical Period' in language 
acquisition - a biologically determined period of life when language can be 
acquired more easily and beyond which time language is increasingly 
difficult to acquire. Though all research comes from first language "second 
language researchers have outlined the possibility of extrapolating the 
critical period hypothesis to second language context" (Brown, 1987:42) 
Although some experts argue in favor of this age a s an ideal s tar t for 
learning a foreign/ second language, it is much better to begin L2 at an 
earlier age. There is a general consensus on the idea that "the acquisition of 
a native-like accent is not possible by learners who begin learning after 6 
years of age. It is very difficult for learners who begin at puberty to acquire 
native-like grammatical competence" (Ellis, 1985, cited by Al-Hamzi: 
1999:4) 
Another reason why English should start earlier in Yemeni schools, is 
the learners ' neurological development. It is argued that the function of the 
brain in the language acquisition is so crucial. In the lateralization of the 
brain - assignment of certain functions to either of the two hemispheres , 
left or right - language function is, certainly, assigned to the left 
hemisphere. The lateralization of the brain is a slow process which begins 
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by the age of 2 and is completed around the puberty (see Brown, 1987:43). 
During this period, many functions, of which language is one, are assigned 
to these hemispheres. It is proposed that there is a relationship between 
lateralization and L2 acquisition. Brown has summarized Thomas Shovel's 
arguments in this regard as: 
The plasticity of the brain prior to puberty enables children to 
acquire not only their first language but also a second language, and 
that possibly it is the very accomplishment of lateralization that 
makes it difficult for people to be able ever again to easily acquire 
fluent control of second language or at least to acquire it with what 
Alexander Guiora et al (1972a) call "authentic" (nativelike) 
pronunciation. 
(Brown 1987:43) 
For the above discussed justifications, therefore, it is unerringly rational 
that English should start in the schools of Yemen Republic much earlier 
than the existing situation. The researcher, however, is of the idea that 
English should commence from the grade fifth if not earlier. There was an 
experience of quite reasonable time (well over two decades) of teaching 
English right from the fifth class onwards in the former PDRY, and it was 
quite successful experience. Voices should come up loudly for this rightly 
educational reform. Scholars like Al-Mekhlafi (1999) and Al-Hamzi (1999), 
among other Yemeni experts, have clearly put forward this suggestion. 
Anyway, pushing ahead English for some years earlier in the educational 
ladder should be the norm and the healthier decision rather than 
introducing it too late to Yemeni EFL learners. 
The new English language syllabus of both secondary and basic 
education in the Republic of Yemen has been designed recently by Oxford 
University, UK. Crescent: English Course for Yemen has been in effect since 
1996. It is specially designed for the Arab learners of EFL by English 
Language Teaching for the Arab World Unit at Oxford University to meet 
the needs of Arabs in general and Yemenis in particular. The course 
consists of six books series accompanied by workbooks, handwriting books, 
class cassettes, teacher's book, and visual aids' box containing: flash cards. 
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number flash cards, and wall sheets. It is, for sure, based on both 
functional and structural approaches. 
In introducing the course, the authors themselves arg^e that "Crescent 
English Course, especially developed for teaching of English in Arab 
schools, was first pubUshed in 1977 after research, conference and seminar 
discussions over a number of years. It pioneered the communicative 
approach to language learning and teaching. Since 1977, the course has 
been amended from time to time and tailored to meet the changing 
situations in different countries using it. This policy of regular up dating 
has ensured the continued success of the course through out the Arab 
World."{0'Neill, Snow, and Webb 1996:1) 
Regarding materials and methodologies proposed for teaching this 
course, they are essentially pupil-centered, concentrating on real 
communication. In fact, it involves more than one language skill, so an 
integrated skills approach is needed for its teaching. At the lower levels, 
however, the course emphasizes at the learners need for a control over the 
input and systematic practice of language before putting it into practice. 
1.4. Teaching Methods of English at the Yemeni Schools: 
English, as has been mentioned so far, starts right from the grade 7 of 
the basic education. As far as teaching methods are concerned, traditional 
approaches of teaching were followed. Grammar Translation Method GTM, 
for instance, has been dominating the scene of language teaching in Yemen 
till the present time for nothing but its familiarity to the teachers more than 
the other ones. As Richards and Rodgers (2001:6) have pointed out, GTM 
was dominating the European and foreign language teaching from 1840s to 
1940s, and in modified form it continues to be widely used in some parts of 
the world. 
In the Yemeni domain of teaching English, GTM continues maintaining a 
prestigious profile at school level till the present. In addition to the 
teachers' familiarity with the GTM, some other reasons like the large 
classes and the absence of well qualified English language teachers 
contribute considerably in its survival. English language teaching is, in 
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many cases, assigned to teachers who have no orientation with the modern 
trends of language teaching in general and of ELT in particular. 
Unfortunately, students who have passed their secondary school exams 
may be entitled to teach English in basic education schools, which is, 
really, a nightmare for English language teaching situation. 
Furthermore, elderly teachers may find it at ease and well-situated to 
stick to such a method, which requires no much effort in preparing lessons. 
They are , therefore, satisfied with using Arabic as a medium of teaching 
English in classes, and the whole class changed to be some sort of reading 
from the text; explaining every phenomenon and giving the equivalent for 
every single utterance in Arabic. Communication is of no interest for such 
teachers; they in fact do not create confidence in the learners to use 
English in class. Classes, if trath be told, seem to only rotate around 
limited repetitive language activity as reading or listening to the teacher 
translating word- by- word and phrase- by- phrase what is in the text. It is 
true as Attamimi (2003) argues that even "there is no attention paid to 
accurate pronunciation. Furthermore, there is no attention paid to the 
usage of language in communication and on the activities of listening and 
speaking." 
Anyvi'ay, in search for an alternative, the Bilingual Method (BM) was 
suggested by Ghanim for teaching English in schools: 
A Bilingual Method seems to be the most suitable for developing 
countries where an attempt is being made to train teachers within a 
short period and teach English to the pupils within a limited time 
available. The Structural Approach... by no means implies the Direct 
Method (meaning the total exclusion of the mother tongue of a 
learner and reliance on situational teaching); the exclusion of the 
mother tongue is certainly not germane of the Structural Approach. 
Bilingual Method allows the use of the mother tongue developed as a 
technique. 
(Ghanim. 1978: 10) 
What Ghanim suggests seems to be rationally acceptable, but the use of 
the mother tongue might get the wrong end of the stick in practice and 
Arabic might be excessively used and the exposure to English will be at its 
minimum. In no doubt, as he himself then again admits that if Arabic is 
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excluded totally then the process as whole will be complicated. He suggests 
that Arabic should be used by the teacher and only the teacher not the 
learners when he feels it is fatefuUy a must, especially at the earlier stages 
of teaching English. 
The current and contemporary methods, in deed, have hardly ever been 
followed by the teachers. As a matter of fact, when the new syllabus was 
introduced in 1996, it was wished-for to be totally a pupil-centered in its 
materials and its recommended methods of teaching. Since then, things are 
going the other way round; observations revealed that students are almost 
inactive elements in English classes for nothing but the teachers' reliance 
on the conventional approaches and methods of ELT. Although, each 
textbook of the Crescent English Course is accompanied by a teacher's 
guide, as mentioned so far, packed with some suggested methods and 
techniques, teachers prefer their own. 
As it is commonly accredited, language basically is a form of 
communication, and it should be taught within this domain. There should 
be teachers who are well qualified and have the aptitude, capacity and 
enthusiasm as well to resort to such methods of ELT to make teaching and 
learning creative, effective, enjoyable and dynamic. 
1.5. English outside the Classroom: 
English in Yemen is a foreign language, taught to foreign learners, by 
foreign teachers, in a foreign setting; so the total situation is foreign. 
Therefore, environment surrounding the English language learning 
situation in Yemen is definitely so daunting. Out side classrooms, students 
never practice their English in either listening or speaking and rarely read 
or write in English as well. As for reading, the sources seem to be in 
shortage. Suitable books for English language learners are not available in 
the market or schools or even colleges' stores to be issued and read at 
home. Newspapers such as the weekly Yemen Times or Yemen Observer 
are the only regular materials that some students who are majoring English 
in the university level can get access to them. 
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Students at earlier stages a s those in the secondary school, for instance, 
find no appropriate materials in their schools, and school library seems to 
be some sort of luxury in such stages. The sense of support is more or less 
absent for the EL teachers. They never recommend some sort of activity to 
be practiced outside the prescribed syllabus such a s listening to radio 
programs of English language teaching. 
Listening to English in action is next to impossible for the Yemeni 
learners of English. They are not exposed to the authentic use of English 
either out or even in the classrooms. The cassettes accompanying the text 
books carry some native speakers recorded materials like dialogues, 
rhymes and descriptions, which can either be used inside the class or at 
home, are not available to the vast majority of the schools in Yemen. 
As a matter of luck, some s tudents of English may find a chance of 
practicing English with some foreign nationals like tourists in hotels and 
res taurants and foreign employees in some business enterprises, for 
example, and perk u p their language, while some others may get a chance 
to work along with some foreign nationals in companies and 
establishments. All these remain exceptional cases for the majority of the 
learners of English. 
English, nevertheless, has become the language of opportunity for 
learners to better their future careers in joining foreign companies and 
enterprises, which pay well for their employees, and get in touch with 
people us ing English. English, for that reason, is most widely used foreign 
language in Yemen. Hillenbrand, quoted in Al-Mikhlafi, h a s described the 
situation of English in Yemen as follows: 
Since unification, English is slowly beginning to become the most 
important second language in Yemen. English is the lingua franca 
among the non-Arab groups (from the UK, Germany, the US, 
Pakistan, the Philippines, Malaysia, and other countries) working in 
Yemen 
(Hillenbrand 1994 qtd in Al-Mikhlafi 1999: 4) 
Although radio broadcasting, compared to other countries in the region, 
started too early in Yemen, i.e., in 1940 by the British, but transmitt ing 
educational programs in English is not there. Both TV and Radio in Yemen 
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have been transmitting some programs for nearly one hour daily along with 
news bulletin in English but these programs are never of educational 
nature for EFL students in Yemen. 
1.6. The Role of English in Present-Day Yemen: 
No doubt, English is a ^window on the world'. It is the most widely used 
language among different people from different walks of life in the globe. 
Certainly, English is the mother tongue of more than 320 million people 
and 200 million use it as either second or foreign language. English thus 
occupies a noteworthy position of being the language used by a large 
number of people in the world. Verghese (1989:1) argues that "of all the 
languages used in the world today English deserves to be regarded as a 
world language. It is the world's most widely spoken language. It is the 
common means of communication between the peoples of different nations. 
One person out of every four on the earth can be reached through English." 
The demand for learning English as a foreign language in Yemen is, 
beyond doubt, greater than ever. Recently, a large number of students have 
become very much interested in joining English language departments in 
the Yemeni universities and they are definitely very much keen to acquire 
English. As mentioned earlier that the main objective for such students 
joining these departments or private institutes, is either learning English as 
an end or to get the opportunity of holding good positions either in foreign 
establishments or in government or public sectors. In short, and in any 
case, English will help those people to better their conditions of living. 
English in recent years has become the most broadly used language in 
the internet. In Yemen, as in the rest of the world, the internet is spreading 
very fast all over the country and English is utilized next to Arabic in 
accessing the web. Figures revealed that 14,000 people are using the 
internet in early 20015, but it is expected that the figures would have been 
highly increasing and the use of English is much wider. 
* See BBC web site http://\vww. news.bbc.co.uk.M,hi/world/middle east/countrv protlle/784383.stin . accessed 
on October 4th, 2002. 
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No doubt, it is a well established fact that the best and effective learning 
would be achieved through the mother tongue. However, some 
specializations in the Yemeni universities adopt English as the language of 
instruction as in the faculties of engineering, and medicine. Furthermore, 
the role of English would also be better characterized as a library language 
in these faculties or the likes. English is regarded as the key to the 'store-
house of knowledge' in which several books and references are written. To 
access these references one should have background knowledge of English 
so that he could keep up to date with research advancements in the 
concerned field in the globe. 
English plays a decisive role in tourism in the country. Thousands of 
tourists from different countries and different cultures are heading to 
Yemen annually. English is badly needed in this field for the enormous 
number of people who find English the common language to communicate 
with the locals and to get in touch with the actual life there. The figures 
obtained from the tourist authorities in Yemen show that the number of 
tourists arriving to Yemen reached 75,579 in the year 2001 contributing an 
income of $ US 37 million which is equivalent to 6,290 million Yemeni 
Riyals^. Guides, tourist agents, hotel receptionists etc. need to be acquired 
with intelligible English to easily interact with those tourists. In some 
cases, due to the dearth of Yemeni English speakers, tourist departments 
and tourist agencies, as well, resort to other nationalities like Somalis and 
Kenyans, for instance, to be recruited in these positions, whom Jack 
Jackson (1993) describes as less knowledgeable in the local culture than a 
well read visitor. 
1.7. Teaching English in the Departments of English: 
In the Yemeni Universities two t)T3es of English departments can be 
distinguished: Department of English in arts faculties and department of 
* See Yemen Tourism website < http://www.Yementourism.com/views/oc.php?! D= 5&target=reports/report 
01 .htm> accessed on October, 6"", 2002. 
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English language in education faculties. Students joining the former are 
necessarily introduced to literature oriented courses; whereas students 
joining the later are introduced mostly to linguistic and language teaching 
oriented courses. Definitely, this does not mean that in the department of 
English in education faculties literary subjects are exempted from the 
syllabus rather students are given some orientation to the English 
literature. 
Additionally, some other centers are set for English studies, research 
and translation in some universities in Yemen. But our main concern, in 
this regard, is the department of English in the faculty of education. 
Tjrpically, in each college of education in the government universities there 
is a department of English language. Some of these departments, in fact, 
offer two years diploma course, while others offer bachelor course in ELT 
both for those students who have successfully passed the General 
Secondary School Leaving Examination (GSSLE). The post-graduate 
courses have recently been initiated in some departments; MA program has 
started in both Sana'a and Aden Universities for quite long time, while PhD 
program has been recently introduced in Sana'a University. The main 
objective of these courses is to provide schools with well qualified teachers 
of English language. 
Students joining the department of English language at Aden University, 
for instance, are provided with sufficient orientation in the language 
teaching methodology, language skills, essentials of English grammar, 
some selected novels and drama, survey of English literature, short story, 
English phonetics and phonology, general linguistics, curriculum design, 
teaching school texts, second language learning, theory and practice of 
materials production, translation, non-fictional prose, etc. Time allocated 
for each paper depends on the contents of the subjects prescribed; it ranges 
between 3 to 6 hours per week accordingly. 
The contents of the syllabus basically concentrate on the formal and 
structural aspects rather than the communicative function of the language. 
In this regard, Al-Hamzi suitably describes the situation as: 
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Communicative aspects are studied analytically as pieces of 
information rather than a method that can be employed to build up 
the communicative competence in the students. What eventually 
happens in the classroom is merely an introduction given to the 
students to the speech activities and the typical sentences used in 
expressing these acts regardless of the appropriateness of these 
forms in a given context. 
(Al-Hamzi 1999:16) 
1.8. The Area of the Study: 
The present study has to do with the students of the department of 
English, College of Education, at Ataq, Shabwa Governorate, Aden 
University. A brief introduction is due, in this regard, about Aden 
University at first and then a description of the college itself will be given 
before talking about that department of English as the main focus of this 
study. 
1.8.1. Aden University: 
Aden University is actually regarded as one of the pioneering Yemeni 
institutes of higher education. Although some of the colleges affiliated to 
the university had been established in 1970 on wards, the university itself 
as a full-fledged higher education institution in the former PDRY came to 
existence on September, 10^ ,^ 1975 according to the presidential decree no 
(22) for the year 1975( for further details see Suleiman 1994:58). At that 
time, the colleges affiliated to Aden University were only nine; compared to 
the present day it comprises about 15 colleges distributed in Aden city itself 
and other governorates. It includes faculties of Medicine, Engineering, 
Agriculture, Law, Administration, Economics, Oil and Minerals, Arts and 
Faculty of Education'^. On the other hand, Aden University encompasses a 
number of centers and institutes like the Yemeni Studies Center, Science 
and Technology Center, Computer Center, Continuing Education Center, 
Center of Ecological Studies, English Studies and Translation, Institute of 
Faculty of Education is located in Aden itself and comprises about ten other branches (education faculties) 
spread in different governorates. 
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Languages, University Consultation Center, and Women Center for 
Research and Training. 
Indeed, courses offered in these colleges vary from one to another, but 
commonly, all of them offer the graduation courses and some of them have 
recently introduced post graduation programs leading to PhD degree. 
The number of teaching staff of the university, according to the annual 
Statistical Book (1998) is 625 for the academic year 1998/99; 606 of them 
are Yemenis and 19 are Non-Yemenis. The number of the students, on the 
other hand, reached 9560 males and 6329 females for the same year (see 
Arasi et al 2000) 
As for the language of instruction, it is, of course, the mother tongue, 
Arabic. English is the language of instruction in faculties of Engineering 
and Medicine, for instance. 
1.8.2. College of Education, Shabwa: 
This college was established in Ataq, the capital of Shabwa Governorate 
(see the map, appendix 26), in November, 1993 and it widely opened its 
doors at the same year for the Diploma Course^ admission. It, actually, 
started the academic year with specializations like Arabic Language, 
English Language, Physics-Mathematics, and Chemistry-Biology. 
Afterwards, specializations of both Islamic Studies and History-Geography 
were adjoined to the college as well. 
As for the teaching staff and students, the college had commenced with 
26 teaching staff at its very beginning, and the number of students enrolled 
at that time reached 140. In 1998/99 the number of the teaching staff 
increased to 48, with an enrolled students' number of 530(see Arasi et al, 
2000:249). 
The College of Education Shabwa Governorate branch main objective is 
to train and prepare teachers to serve at school level. It also aims at the 
activation of the scientific and intellectual movement in the governorate, 
whose population is about 647,863 according to the population projections 
* When the college was inaugurated it was set for offering a program of Diploma in Education (two >ears after 
secondary school). Recently, some of the departments, of which English is included; the program has been 
replaced by B.A. in Education 
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of the year 2003. The following graph shows the growth of the s tudents ' 
numbers since the foundation. 
Figure (1.3) 
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1.8.3. Department of English: 
As mentioned above, the Department of English was one of the primary 
departments in the college. It, in fact, offered the diploma Course in English 
language for those who successfully cleared their Secondary School Exams. 
Recently, it ha s adopted the B.A. program, but when the field work for this 
study was going on, the Diploma Scheme was in effect. 
Of course, English is the medium of instruction in the department except 
with subjects related to education, Arabic language, general culture, and 
religion are taught in Arabic. Students are acquainted with knowledge 
related to language skills, grammar, ELT, phonetics and general linguistics. 
Courses of this nature are specifically designed to meet the needs of 
training the s tudents to turn out to be competent teachers of English at 
schools of basic education. 
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Teaching in the department, as observed, never gives a chance for 
studying the language as a communication. The syllabus itself does not 
clearly put a weight on communicative aspects of English and instead of 
maintaining a leamer-centerd teaching, which gives an opportunity to 
practice, classes turned to be a teacher-centerd, and the formal teaching of 
English is prevailing. The lecturing mode is the norm in the majority of the 
classes and fluency and proficiency of the learners do not seem to be 
satisfactorily convincing. 
Nonetheless, the following two tables show the subjects with their credit 
hours currently taught for the students of the department (cf. appendix 24) 
to see the difference between this and the old teaching plan of the 
department). 
Table (1.2) 
The Current Teaching Plan of the 
Department 
First Year 
s.n. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
1st Semester 
Subject 
Islamic Culture* 
Arabic language* 
Listening 
Speaking 
Reading 
Writing 
Essentials of 
Eng. Grammar 
Fundamentals of 
Education* 
General 
Psychology* 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
3 
s.n. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
2nd Semester 
Subject 
General Culture* 
Arabic language* 
Listening 11 
Speaking 11 
Reading 11 
Writing II 
Ess. of Eng. 
Grammar 11 
Fundamentals of 
Teaching* 
Developmental 
Psychology* 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
3 
27 
Table (1.3) 
s.n. 
19. 
20. 
21 . 
22. 
23 . 
24. 
25. 
26. 
Second Year 
3rd semester 
Subject 
Reading III 
Eng. Phonetics 8& 
Phonology 
ELT Methodology 
Study Skills 
Poetry 
Assessment and 
Evaluation* 
Psychology of 
Learning* 
Teaching Aids* 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
4 th semester 
s.n. 
27. 
28. 
29. 
30. 
31. 
32. 
Subject 
Communicative 
Grammar 
Theory & practice of 
Materials 
Production 
Teaching School 
Texts 
General Linguistics 
The Short Story 
Teaching Practice 
Credit 
Hours 
4 
4 
4 
4 
4 
4 
-Those subjects meirked with asterisk* are taught in Arabic 
Source: Modification Committee Report of English Language Diploma Program in the 
Colleges of Education, Aden University (2001) 
1.9. The Need for Reading in EFL Context in Yemen: 
The significance of practicing the four skills is indisputable and reading 
in English a s a foreign language skill for the Yemeni learners, above all, is 
vital. Practicing English, in most cases, is at its minimum for all levels of 
education, i.e, primary, secondary, college and university levels. The best 
way to make the four skills grow best is to teach them all together, because 
pedagogically it is un t rue to teach the basic skills separately. 
The practice of listening, for instance, falls short in a situation like that 
of Yemen. The lack of authentic exposure to English spoken in real life 
situations is rare. Students usually lack the contextual knowledge of 
English, which makes it difficult to use it appropriately to express 
themselves completely clearly. This is due to insufficient listening because 
they do not have the opportunity to listen to authentic English. 
Speaking also is not tolerably practiced. Students of English, in Yemen, 
as noticed, keep talking in Arabic. The exposure to English is too limited 
either for those in the school levels or even for those majoring it in the 
college level. In the earlier stages of learning, s tudents ' motivation is not 
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activated by the teachers. Added to that, is the barrier of shyness and the 
feeling of being under some sort of sarcasm by their peers the majority of 
learners are reluctant about speaking English in class or in the school 
domain and this is true even for grown u p English language learners. 
Writing, being discussed next to listening and speaking, does not 
necessarily entail that it is the least consideration receiving skill. Foreign 
language learners, more to the point, could be directed to write, of course in 
English, in and out the classroom. This skill is next to reading in the 
opportunity of practice, in the sense that writing assignment can be done 
under the direct guidance of the teacher or at home in a ra ther stress-free 
condition. As reading does not necessarily presuppose a teacher to guide 
the learner all the way of its practice, writing does so. 
Reading in English, nonetheless, remains the only skill tha t can be 
effortlessly practiced by the Yemeni learners an5^ime, an5^where and at any 
age. The huge bulk of knowledge in the globe can be easily accessed 
through the printed material tha t is available for reading in different fields. 
Even at the linguistic and sociocultural level of language, the pragmatic use 
of English can be gained, to some extent, through reading. Dialogues and 
conversations presented in certain texts, definitely, carry some cultural 
values, some pragmatic tactics of English. 
Since listening is absent and speaking is too rare, Yemeni learners need 
to be directed to focus more on reading as a skill; it is through reading they 
can acquire vocabulary, and structure of English. Moreover, the urgent 
need for English in developing countries, including Yemen, is to have 
access to the vast and ever growing mass of written material. As in the case 
of India, though the s ta tus of English is different in Yemen, for 
Narayanaswamy (1972:300), example, predicts that there will be a shift 
from paying attention to both speaking and listening to reading in English. 
Reading knowledge of the language, for him, will be fundamental for all 
stages of learning. He asserts that "the emphasis in language-teaching may 
well have to shift from expression to comprehension -reading 
comprehension, in particular." This may be true as well for some other 
developing countries like Yemen, for instance. 
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1.10. Research problem: 
The standard of students in English language, on the whole, does not 
ascend to the level of aspiration ELT experts are actually seeking. There is 
of course a slow progress in the learning process of English language in the 
Department of English, College of Education, Shabwa, in particular. 
Although the students are learning English for almost six years before 
joining the college, and they are prepared to be teachers of English over the 
two years of training, their performance, therefore, is not satisfactorily 
good. There are some reasons which may make an ascription to this 
predicament: 
1) It is believed that the reason behind this sort of disappointment in 
the standard of students is the problems of comprehension in reading 
English as a foreign language, in particular. 
2) The curriculum put into service in teaching English in the college 
may not give more emphasis on reading skills, which is essential for 
the whole language acquisition. 
3) Teaching methodology of English language, generally, and that of 
reading, particularly, may exert some sort of pressure on the 
learners' reading ability. 
4) The exposure to English language is, however, too limited in terms of 
time allocated for English in schools or the years of exposure. Six 
years of very limited exposure to English before joining university 
may not be enough as a base for effective learning in English. 
5) Intensive reading is most commonly executed program in nearly all 
the Yemeni universities. There is no room for genuine extensive 
reading program at all. 
6) Dearth of suitable printed resources for the students to practice their 
reading habits in English. 
7) Time allocated to reading in the department may not be sufficiently 
enough to teach this subject effectively. 
1.11. Scope of the Study: 
The study is devoted to investigate the problems Yemeni university 
learners encounter in reading English. It is limited to batch 2001/2002 first 
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and second year students, of the English Department, College of Education, 
at Ataq, Shabwa Govemorate; Aden University. It will mainly focus on the 
classroom teaching of reading along with students reading habits and 
interests. 
1.12. Justification for the Study: 
Reading is, undeniably, markedly critical in the process of learning for 
both young and adult learners of English as a foreign language. It is 
through reading, as has been pointed out severally, that a considerable 
quantity of knowledge can be acquired in different genres of different areas. 
If reading, therefore, is being a problematic issue, then an investigation into 
this phenomenon is a must. 
As part of researcher's job in teaching English to the foreign language 
learners in the department of English in the College of Education, Shabwa 
for three academic years, reading has been observed to be taught in some 
difficulty. Students' performance in reading is too exasperating, and they 
did not show any sort of familiarity even with indispensable techniques of 
reading like skimming, scanning, predicting, etc. 
Anyway, the study is carried out in accordance with the following 
justifications: 
1) Reading is the core of any syllabus of teaching English language in 
both foreign and native contexts. 
2) It is mainly through reading that the Yemeni learners of English can 
acquire the main basic structure of the language. 
3) Reading English in the Yemeni context is not merely a skill of 
mastering a foreign but it is also a means to access it as a 'library 
language' through which those learners can pursue their higher 
education and can keep in touch with advancements in their major 
fields of study. 
4) Having a problem in reading, Yemeni learners of English as a 
foreign language may not be sufficiently competent in acauiring this 
language. 
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REVIEW OF LITERATURE 
2.0. Introduction: 
"Reading maketh a full man; conference a ready man; and writing an 
exact man" says Francis Bacon i more than three hundred and seventy 
years ago. It is practically so true that these skills are the core of learning a 
language all together. Nevertheless, in an EFL context, of course, reading is 
the most important language skill a foreign language learner needs in 
acquiring his language. This, in fact, does not mean that the other skills, 
i.e., listening, speaking and writing are not needed; rather, they are very 
vital aspects in the process of learning. 
Reading, as a receptive skill, remains the most available one for a foreign 
language learner. In a foreign language situation, one can take it for 
granted, that a printed material is much easier to be within reach than 
spoken material, for instance. It is not always the case that a foreign 
language learner easily gets access to the language being spoken by its 
native speakers or even finds the chance to speak to them in his own 
situation. Nuttall (1996:128), in shoring up of the above argument, asserts 
that "The best way to improve your knowledge of a foreign language is to go 
and live among its speakers. The next best way is to read extensively in it", 
which is easier for a foreign language learner to achieve than to travel to 
the native language country. 
The importance of reading in English as a foreign language, for instance, 
is directly linked to the academic and professional career of the learners. 
"In many parts of the world a reading knowledge of a foreign language is 
often important to academic studies, professional success and personal 
development. This is particularly true for English as so much professional, 
technical and scientific literature is published in English Today." (Alderson, 
1984:1) 
' Cited in Ramji Lall 2002, p 79. 
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2 . 1 . Reading Process: Defined 
As it is commonly acknowledged, reading is not an exception when being 
defined; different views on handling technical terms remain a matter of 
debate. There is a controversy over the matter of defining such a cognitive 
process adequately. Anyway, J.Carol in Harris et al (1983:264) argues that , 
many definitions of reading are value-laden, h5T)othetical s ta tements 
reading ought to be, not neutral s tatements of what reading is in the 
strictly definitive sense. 
In the same way Grabe (1990:378) remarks that , "It is well known tha t 
simple definitions typically misrepresent complex cognitive processes such 
as reading". Smith (1985:100), agrees with Grabe in the sense that , there is 
no point for a simple definition of 'reading'...we should not suppose a single 
definition for reading will be found, let alone one tha t will throw light on its 
mystery. In pursui t of the same issue, the definition of reading is obviously 
determined by the way we view reading. If we think of reading a s a visual 
task we will be concerned with the correction of visual defects and the 
stipulation of legible reading material.... If we think of reading as a thinking 
process, we shall be concerned with the reader's skills in making 
interpretations and generalizations in drawing inferences and conclusions 
(Strange 1961, cited in Harris et al, 1983:264). However, in Clymer's point 
of view, then again, the range of definitions and descriptions of reading is 
great. To some authors reading is responding orally to printed symbols. At 
the other end of continuum, reading is viewed as resulting in a changed 
view of life which produces corresponding changes in behavior. While most 
thoughtful persons would assign this latter outcome to the goals of 
education, not all would consider it a responsibility of the reading program 
(Clymer 1972:63). 
In spite of the above argument and the challenge of Smith, let u s have a 
look into some traditional and later definitions of reading. One of earliest 
trials of defining reading is that of Plato, who h a s been cited a s saying that , 
"reading is distinguishing the separate letters both by the eye and by the 
ear, in order that , when you later hear them spoken or see them It, written, 
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you will not be confused by their position.2" In support of this argument, for 
Bloomfield, further more, "reading involves nothing more than the 
correlation of a sound image with corresponding visual image"^. It seems 
that both definitions have something in common; it is the relating of the 
spoken form to the written form of language in the process of reading, with 
much concentration on the phoneme grapheme level, and taking no 
account for the other levels of the process of reading, including the mental 
activity. 
Tinker and McCuUough (1962) in Staiger( 1973:15), argue that "reading 
involves the recognition of the printed or written symbols which serve as 
stimuli for the recall of meaning built u p through past experience, and the 
construction of new meanings through manipulation of the concepts 
already possessed according to the purpose adopted by the reader" Another 
definition by Gephart (1970) focused on the visual stimuli which underl ies 
the meaning encoded previously by the writer in an interface between both 
the reader and the writer as well a s the printed material, the reader 's 
knowledge and the psychological and intellectual activities. 
In opposing the proponents of the 'decoding' perception, Gibson and 
Levin lay emphasis on the significance of the vigorous behavior of reading 
and disparage decoding: 
Reading is not simply the decoding of written symbols to sounds. 
Advocates of ultra simple phonetic writing system (like Pittman 
shorthand, for instance) often try to give the public this impression, 
but fortunately no one has been fooled so far -for very long, at least. 
Literacy does not consist of being able to give a name or a sound 
upon presentation of a written character. Neither is it passive 
acquisition of an image somewhere in the head that a written word 
can then be matched to. Reading is an active process, self-directed 
by the reader in many ways and for many purposes. 
Gibson and Levin (1975:.5) 
Nonetheless, Berg (1971) views reading as a three-fold process. First, 
reading is a visual process. It is the ability to see symbols with the eyes. 
Second, it is a perceptual process-perception meaning that our thought 
Quoted by Harris et al 1983, p 264. 
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processes are able to take these symbols and to invest them with meaning. 
Third, it is an experiential process, because without experience there can 
be no perception, for without experience the mind will be unable to invest 
meaning to the symbols that we see. Reading comes about when we take 
meaning to the printed page not just the act of taking meaning from the 
printed page. 
More recently, Goodman (1967, 1985) argues that it is not largely a 
process of picking up information from the page in letter-by-letter, word-by-
word manner. In Goodman (1988:12) reading is viewed as receptive 
language process. It is psycholinguistic process in that it starts with a 
linguistic surface representation encoded by a writer and ends with 
meaning which the reader constructs. There is thus an interaction between 
language and thought in reading. The writer encodes thoughts as language 
and the reader decodes language to thought. Smith's views expressed in 
(1985:75) accord with Goodman's above argument that the meaning does 
not exist in the text rather it is the reader who brings meaning into the text. 
According to Smith, meaning is not straightforwardly represented in the -
'surface structure'-of language, in the sound of speech or in the visual 
inscriptions of writing. Readers must bring meaning -'deep structure'- to 
what they read, employing their previous knowledge of the topic and of the 
language of the text. 
The psychological activity involved in the reading process is so complex 
and mysterious and there is no true account up till now about what is 
going on in the mind while reading. However, even studies measuring the 
process have mainly focused on the product of reading rather than the 
process itself in what is called by Alderson "externalizing" the reading 
process, which reveals the complexity of such a cognitive activity. 
The earlier trials of research on understanding the process of reading 
have focused mainly on the eye-movements. It is reported by Smith 
(1985:20) that while reading the eyes shift around in leaps and bounds in 
what is technically known in reading as 'saccades' which means 'jerks' in 
French. He adds that while reading, the eyes come to rest, these periods are 
known as fixations. Only the beginning part of the fixations is taken up 
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with eyes picking up information from the page and into the visual system. 
For most of the duration of the fixation, the brain is busy 'processing'. 
Further more, some scholars have argued that relating reading to the 
nature of speech will make it more explicit and better understood. Buswell 
(1959) in Barbe (1965:6), for instance, argues that, "the process of learning 
to read can best be understood by relating it to the nature of 
speech....Psychologically, the process of speech and reading are quite 
similar, and the difference being mainly in the sense avenue through which 
the verbal stimuli are received." But this argument has not accounted for 
the main difference between the two processes; while 'reading' is receptive 
process 'speaking' is a productive one. In speaking, the process can be 
measured for its external nature, but reading process is not, or as Alderson 
describes it as 'silent, internal, private. 
In his discussion of the reading process, Alderson points out that, the 
process of what we mean by 'reading' proper: the interaction between the 
reader and the text, in which several activities are taking place. He 
summarizes such an interaction clearly: 
During that process, presumably, not only is the reader looking at 
the print deciphering in some sense that marks on the page 
'deciding' what they 'mean' and how they relate to each other. The 
reader is presumably 'thinking' about what he is reading: what it 
means to him, how it relates to other things he has read, to things he 
knows, to what he expects to come next in texts like this 
....Evidently, many different things can be going on when a reader 
reads: the process is likely to be dynamic, variable, and different for 
the same reader on the same text at a different time or with a 
different purpose in reading. It is even more likely, then, that the 
process will be different for different readers on different texts at 
different times and readers and with different purposes. 
Understanding the process of reading is presumably important to an 
understanding of the nature of reading, but at the same time is 
evidently a difficult thing to do. The process is normally silent, 
internal, private. 
Alderson (2000: 3-4) 
Goodman (1973:25) asserts that readers utilized three cue systems 
simultaneously: 1) Graphphonic system: the reader acts in response to 
graphic sequences and may exploit the correspondence between the 
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graphic and the phonological systems of his English...2) Syntactic system: 
the reader using prototype markers such as function words and inflectional 
suffixes as he recognizes and predicts structure. Since the underlying or 
deep structures of written and oral language are the same, the reader seeks 
to infer the deep structure as he reads so that he may arrive at meaning...3) 
Semantic system: in order to derive meaning from language, the language 
user must be able to offer semantic input. This is not apparently the 
question of meaning for words but the much larger question of the reader 
having sufficient experience and conceptual back ground to feed into the 
reading process so that he can make sense of what he's reading. Moreover, 
on the same path of Goodman, this notion is proposed by Duffy and 
Sherman (1977:13), in which they suggest that the reading process consists 
of three games played at the same time by the reader. Each game consists 
of signals that help the reader forecast the written message and that assist 
in both the word recognition and comprehension acts. These signals are: 
the graphic signals; the syntactic signals, and the semantic signals. 
Again Goodman (1988:14) stresses the importance of these three types 
involved in language, whether productive or receptive, as: the 'symbol 
system'; the 'language structure', and the 'semantic system', to which he 
referred to as 'cues' in his earlier works. These three systems are essential 
components to the overall meaning and the process itself, in the sense that 
reading is a process in which information is dealt with meaning constructed 
continuously. He represented the process as a series of cycles. Readers 
employ the cycles more or less sequentially as they move through a story or 
other text. But the readers' focus, if they are to be productive, is on the 
meaning, so each cycle melts into the next and the readers leap toward 
meaning. The cycles are telescoped by the readers if they can get to 
meaning. 
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Figure (2.1) Cycles of the Reading Process 
Source: Goodman (1988) inCarrell P.L. Interactive Approaches to Second Language ReadingpAS 
He also identifies five processes employed as the readers move through 
the cycles of reading, in which the brain is handling and processing 
information it acquires: 
1) Recognition-initiation. The brain must recognize a graphic 
display in the visual field as written language and initiate reading. 
Normally this would occur once in each reading activity, though it's 
possible for reading to be interrupted by other activities, examining 
pictures, for example, and then to be initiated. 
2) Prediction. The brain is always anticipating and predicting as it 
seeks order and significance in sensory inputs. 
3) Confirmation. If the brain predicts, it must also seeks to verify 
its prediction. So it monitors to confirm or disconfirm with 
subsequent input what it expected. 
4) Correction. The brain reprocesses when it finds inconsistencies 
or its predictions are discontinued. 
5) Termination. The brain terminates the reading when the reading 
task is completed, but termination may occur for other reasons: the 
task is nonproductive; little meaning being constructed or the 
meaning is already known, or the story is uninteresting or the 
reader finds it inappropriate for the particular purpose. At any rate, 
termination in reading is usually an open option at any point. 
(Goodman 1988, p. 14) 
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2.2. Reading: A Historical Overview: 
Perceptibly, there is a historical link between reading and writing, and 
without the written word reading could not take place. Human beings in 
their development of the writing system have passed through many 
different stages. People in primitive ages used to express their ideas by 
scratching on stones and drawing on other materials like animal skins. 
They conveyed those ideas through pictures or what so called the 
pictograms, which were not sufficiently enough to express all sorts of 
thoughts and feelings. In a further step of development, people started 
thinking of replacing these pictograms with what came to be known as the 
ideograms. Yule (1996:10) identifies the difference between the two as "a 
difference in the relationship between the symbol and the entity it 
represents. The more 'picture-like' forms are pictograms, the more abstract, 
derived forms are ideograms." Later on, it came to existence, what so called 
the logograms, which had been used by the Sumerians, in the southern 
modem Iraq, between 5,000 and 6,000 years ago. Because of the particular 
shapes used in their sjnnbols, these inscriptions are more commonly 
described as cuneiform writing. The term 'cuneiform' means 'wedge-shaped' 
and the inscription used by the Sumerians were produced by a wedge-
shaped implement into soft clay tables to create those symbols (ibid: 11). 
Before well over 3000 years, ideograms or the world concept characters 
had been used in China; it is considered to be a modem writing system, 
which is based, to some extent, on the use of logograms. The other type of 
writing system which came to existence in later phases of development is 
the 'syllabic writing' system in which a set of symbols representing the 
pronunciation of syllables is employed- However, the latest writing system 
used in humans' development of writing is the 'alphabetic writing', (ibid: 
12-13). Sharma (1989) reports that the most highly refined and useful type 
of character that man has invented is the letter sound character. Each 
letter represents one or more basic sounds of a language. 
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Research in the field of reading had its origin in the laboratories of 
Europe. It was stimulated by the curiosity of psychologists concerning the 
na tu re of reading act and the way in which words are recognized. Sharma 
(1989:5), reports tha t in 1844 Valentine became interested in the na tu re of 
the perceptual process in reading. The studies were followed in the course 
of time by those of Cattell, Erdman, Dodge and others. The findings of those 
pioneers showed clearly that we read according to the reader 's familiarity 
with the reading matter, his competence in reading and the difficulty of the 
material read. She also added that, with the invention of papers in Europe, 
followed soon by the first printing press, printed-matter became available to 
a larger par t of the population and by the 19th century the ability to read 
was very much appreciated and number of children in schools enlarged. 
According to Harris and Malmquist (1973:189), "during the later par t of 
the nineteenth century and the early years of the twentieth century, 
reading research was concerned mainly with eye-movement s tudies and 
with investigation of the perception of the letters and words when exposed 
to view very briefly....The first case report of a special disability in learning 
to read was published by a British physician, W Pringle Morgan, in 
1896....Early contributors to research on reading disability include Samuel 
T. Orton, Arthur I. Gates (1973) and Marion Monroe in the United States, 
Cyril Burt, M. D. Vemon (1957) and Fred Schonell in the United Kingdom, 
and Arthur Kem(1935) in Germany. 
Anyway, Reading research is relatively new discipline, if being compared 
to other fields of knowledge. A true account for that is in the words of 
Samuels and Kamil: 
Reading research is just little more than a hundred years old. In 
fact, it was the year 1879 when Emile Javal published his first 
paper on eye movements; James McKeen Cattel's still cited paper on 
seeing and naming letters versus words was published in 1886. 
Surprisingly, serious attempts at building explicit models of the 
reading process -models that describe the entire process from the 
time the eye meets the page until the reader experiences the "click of 
comprehension" - have a history of little than thirty years. 
Samuel and Kamil (1988: 22) 
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Let u s have a brief overview of the reading research advances in a period-
wise summary. N. B. Smith (1965) asserts that through all the years u p to 
1910 only 34 studies had been reported in reading. She t races the 
developments and achievements decade by decade since 1910 u p till the 
sixties, and these stages have been summarized in the following 
paragraphs. 
Through the 1910-1920 decade, 200 accounts emerged, about six times 
a s many a s had been reported during the entire history of reading 
preceding time. During this decade, however, the concept of teaching silent 
reading burs t into our slumbering complacency like a bombshell. As for the 
accomplishments from 1920-1930, the number of investigations had 
reached about 763 as compared with 200 during the previous decade. Their 
importance resulted in comprehensive changes in practice. Research h a s 
focused on three areas: silent reading, individual differences, and remedial 
reading. 
Accomplishments from 1930-1940, disclosed the accelerated rapidity of 
the research. In round figures 1200 studies were reported. Not only were 
these studies greater in number, but they were superior in isolation of 
problems, also, a new trend that began to emerge was that of giving 
beginnings attention to high school, college, and adult reading. This decade 
is characterized by intensive application of readiness concept, transfer of 
remedial activities from laboratory to classroom; beginning attention at 
higher levels and wide-spread interest in teaching reading as an integral 
part of the activity programs. 
Smith (1965) also adds that the accomplishments from 1940-1950 had 
been characterized by the increased attention to teaching reading at higher 
levels; growing attention to reading in the content subject; concerns about 
mass communications; at tempts to find relationships between reading and 
writing, spelling, vocabulary and composition, and perhaps, most important 
at all a growing consciousness of the profound truth that reading does not 
develop in a vacuum by itself, but that it is part and parcel of general child 
development and is affected by all other aspects of child growth. 
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From 1950-1960, she also adds that, reading instruction became almost 
universal. There was time when primary teachers were the only people 
interested in the teaching of reading. Now teachers of all subjects and at all 
levels wEint to know more about reading. The number of investigations has 
increased to incredible portions, reaching almost 1,000 studies. However 
the most gratifying trend revealed is, that we are at present delving more 
deeply into the reading process and were broadly into the factors that affect 
it. Comprehension is no longer treated as a lump sum; the emphasis at 
present is upon the higher thinking process of interpretation and critical 
reading. 
In Britain, for instance, by the year 1966, a number of people working 
independently of organizations had contributed to improving reading 
standards in so far as they have published fresh and, on whole, more 
appropriate tools for learning and teaching (Morris: 1972) in Melnik and 
Merritt (1972:307).But the issue of reading in the 1960s to the 1970s has 
swiftly transcended this footstep to become more universal. People started 
thinking of discussing and sharing information and experiences related to 
reading research in a more systematic and organized way. Congresses on 
reading started taking place. According to Morris the First World Congress, 
held in Paris, in August 1966 has marked the beginning of most existing 
period in the history of the British reading. This was because the research 
project, events and other developments of the previous seven years began to 
produce results. Another congress on reading held in Copenhagen in 1968. 
He also adds that, another kind of breakthrough took place during this 
period. This was the establishment of the first-ever center for the teaching 
of reading at the University of Reading. Then followed the setting up of 
different types of reading centers by (and in) colleges of education and by 
local education authorities, perhaps the most notable of the later being 
LxDndon's Center for Language in Primary Education. 
In the mid-to late 1960s, reading was seen as little more than 
reinforcement for oral reading instruction, as Silberstein (1987) in Grabe 
(1991:376) argues, which is, according to her, under the influence of 
audiolingualism, most efforts to "teach" reading were centerd on the use of 
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reading to examine grammar and vocabulary, or to practice pronunciation. 
Nevertheless, research in reading in that period had focused as well, on an 
important aspect which greatly contributed to the reading process, namely 
background knowledge or as Carrell (1988a: 2) comments that what today 
we call 'schema'. In her view, such concepts played no real role in early 
theories of second language reading, and the methodological and 
instructional focus remained on decoding or what is known metaphorically 
as 'bottom-up' processing. 
Grabe (1991:376) argues that it is in the works of Goodman (1967, 1985) 
and Smith (1971, 1979, and 1982) a psycholinguistic model ,or what has 
later been known as 'top down' model, became dominant in the mid-to late 
1970s. Later on, two efforts to implement this theory into ESL context have 
been extremely influential in ESL reading theory and instruction from the 
late 1970s to the present day. The first attempt by Clarke and Silberstein 
(1977), which focused on the implementations for instruction or teaching in 
ESL context, and the second by Caody (1979), in which he modifies the 
psycholinguistic model as 'conceptualization' of reading process. 
On the other hand, in 1990s, as Grabe (1991:375) asserts that "five 
important areas of current research which should remain prominent for 
this decade are: schema theory, language skills and automaticity, 
vocabulary development, comprehension strategies training, and reading-
writing relations". These areas of research, and others, remain of great 
interest for scholars till the 2000s. Research in both first and second 
language domains is making use of these areas as its paths of finding 
better way and mechanism to improve the teaching of reading. 
2.3. Linguistics and Reading: 
Linguistics or 'the scientific study of language', compared to other 
sciences, seems to be relatively new. As a matter of fact, the study of 
language is accounted for on all its levels and manifestations; that is, 
morphology, phonology, syntax, and semantics are the levels at which a 
certain language is approached and investigated. Fries (1962: 36) points 
out that "niodem linguistics, as the scientific study of language through the 
-43-
works of a great host of linguistic scholars, has, since the first quarter of 
the nineteenth century, built up a remarkable body of new knowledge 
regarding the nature and functioning of human language which has not yet 
been assimilated by or even known to the general public". Anyhow, 
language itself is defined differently by many scholars, among which is that 
of Francis (1958) in which he describes language as an "arbitrary system of 
articulated sounds made use of by a group of humans as a means of 
canying on the affairs of their society" (qtd. in Tabachnick 1963, p 99). 
Eventually, Linguistics has not terminated at this point; rather it has its 
own applications especially in the field of teaching languages. Fries (1962: 
79) argues that the linguistic science of the nineteenth century, especially 
the work in phonetics, lay back of the efforts to reform the teaching of 
languages in Europe, beginning in 1886 with Wilhelm Victor's Der 
Sprachunterrich muss umkehren. Among the books of this time devoted to 
applying the results of linguistic science were in English, Henry Sweet's 
Practical Study of Languages: A Guide/or Teachers And Learners, 1900, and 
Otto Jespersen's How to Teach a Foreign Language, 1903, This revolt from 
the older and widely used grammar-translation method of teaching 
language led to what was called 'The Direct Method'. 
Application of linguistics into many fields, and to language teaching in 
particular, has continued to the present day with more significant 
achievements. Since reading is an important element of language, the 
influence of linguistics has yielded a linguistic approach in teaching 
reading, which is well documented in the words of Goldberg and 
Rasmussen: 
We label our approach Linguistics because certain of its basic 
principles are derived from or are an application of the data and 
conclusions of the rapidly growing science of language analysis called 
linguistics ....The main characteristic of the approach is to teach the 
relationship of phonemes to their corresponding letter symbols or 
grapheme. 
Goldberg and Rasmussen (1965: 367) 
Srivastava (1979:54) identifies two groups of linguists. One group of 
linguists, the phonologists, was concerned with studying the speech sounds 
of language. Bloomfield, Barnhart and Fries believed that the process of 
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learning to read could be simplified if the linguists could identify the basic 
speech sounds of letters that represent them. The second group, the 
structuralists, was concerned with the structural elements of language, 
Lefevre (1964) elaborated upon the implications of language structure for 
reading instruction. 
Anyway, the linguistic approach, especially the 'phonies', developed by 
Bloomfield and Barenhart has been under criticism of scholars like Frank 
Smith (1985)and Carol Chomsky (1973), among others, for its inadequacy of 
finding a one-to-one relationship between sounds and letters, at least as far 
as English is concerned. Smith (1985:75) argues that the "system of 
phonics is both cumbersome and unreliable, and only rarely produces an 
accurate pronunciation for a word not recognized on sight." Generally, the 
linguistic approach has been attacked for its negligence of communication 
in reading and focusing on the decoding nature of the process (Srivastava, 
1979:56). 
As far as reading in English is concerned, reportedly there are two views 
on the acquisition of reading; namely, the linguistically oriented teachers 
view and the non-linguistically oriented teachers view. The former is 
represented by scholars like Charles F. Freis and Harold H Palmer, who 
stress that for acquiring a reading knowledge, the spoken language learning 
is essential- The later is represented by Michael West; who stresses that 
reading can be acquired with out relying on the spoken language, at first, 
as its prerequisite (Narayanaswamy, 1972:300). 
According to Howatt (1984:245) Michael West (1888-1973) has written 
the New Method Readers, which are the first language materials to have 
emerged from an experimental project....Recognizing the need for practical 
informative reading and the need to provide worthwhile learning at each 
stage of the school. West decided that the teaching of reading must have 
first priority, even if this meant the relative neglect of the spoken language. 
2.4. The Nature of reading: 
Reading as a cognitive process is, undoubtedly, a complex one which 
comprises many physical, intellectual, and emotional activities and 
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reactions. The reader is indulged in a process in which he utilizes his visual 
abilities to recognize the printed symbols and relates them to their 
corresponding sounds. Not only that, but also these small units are 
systematically compiled to form larger groups of sounds in larger units, i.e., 
words, phrases, sentences, and paragraphs. The reader uses his mental 
ability to bring meaning to what he reads and further more he reacts 
emotionally to what is read in the sense that he might reject the ideas of 
the writer, appreciates them or sympathizes with them. 
Srivastava (1979), in his discussion of the nature of reading, argues that 
reading is symbolic behaviour. Any representation perceptible to the senses 
may serve as a symbol. In reading we employ visual symbols to represent 
auditory symbols....He farther argues that reading is a thinking process. As 
the individual reads, the symbols on the printed page excite the mind to 
react many complex ways, such as perception, recognition, comprehension, 
organization, evaluation, retention and recall. 
Alderson (2000:3) makes a distinction between two notions in reading: 
process and product. The process is what we mean by 'reading' proper: The 
interaction between the reader and the text, during which many things are 
happening. The reader interprets the marks from the print and thinks them 
over. However, the early research into reading process, as mentioned in 
(1.2.2), above, was bound to eye-movements. For instance, Woodworth and 
Schlosberg (1965:30) argue that, "reading is a complex skill, and like all 
skills; it develops gradually, improving in both precision and in speed. 
Pencil and paper tests are useful in measuring progress, but eye-movement 
records are of value in analyzing the details of what is happening." This 
entails the importance of eye-movements which earlier researchers focused 
on in their inspections of reading process and determining the nature of 
reading. But this idea is rejected by some scholars like Smith, for instance, 
who argues that the eye-movements may mislead us in knowing what the 
brain is doing while the eye is moving along the line. He affirms that, "What 
the Brain Tells the Eye is More Important Than What the Eye Tells the 
Brain." Many other procedures like miscue analysis, think aloud protocols, 
and verbal retrospections in interviews and other procedures are widely 
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used measures of the reading process, but they have their own 
shortcomings (Alderson 2000:4). 
The following paragraphs will throw light on some important aspects which 
will make the na ture of reading more explicit. 
2.4.1. Comprehension and Receding: 
Reading, generally, is seen as an activity with an ult imate goal, viz. 
comprehension, which is the core of the process. So, reading without 
comprehension is a meaningless activity. Whether one is reading for 
knowledge and information or for sheer pleasure, in Srivastava's view 
expressed in (1979:11) demand for meaning is central. The degree of 
unders tanding depends upon many factors, such as , the na ture of the 
reading task the clarity of the expression, the reader's purpose, interest and 
his background and past experience. Comprehension takes place on three 
levels: literal meaning or construction of meaning, interpretation of 
meaning, and evaluation of meaning. Edger Dale properly describes them 
as 'reading on the lines', 'reading between the lines', and 'reading beyond 
the lines'. 
Trabasso (1972) in Gibson and Levin (1975:404) views comprehension a s 
a "set of psychological process consisting of a series of mental operations 
which processes linguistic information from its receipt until an overt 
decision: two main operations noted: (1) encoding the information into 
internal representations and (2) comparing these presentat ions 
.. . .Comprehension may be said to occur when the internal representat ions 
are watched. The overt response (True) is an end result to the act of 
comprehension." Conversely, Smith h a s viewed reading in a different way. 
He described it as a process of having some queries in our minds, which 
need certain answers. Comprehension comes about when such quest ions 
are answered: 
Prediction is asking questions- and comprehension is getting these 
questions answered. As we read, as we listen to a speaker, as we 
go through life, we are constantly asking questions, and as long as 
these questions are answered, as long as we are left with no 
residual uncertainty. 
Smith (1985:8) 
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The priority of meaning is unquestionable issue in the process of reading 
comprehension. Constructing meaning is an important aspect of all kinds 
of reading. But reading, in Jenkinson's view (1973:45) is also a form of 
thinking, problem-solving or reasoning, which involves analyzing and 
discriminating, judging, evaluating and synthesizing. All these mental 
processes are founded on past experiences, so that the present context of 
the reading matter must be inspected in the light of the reader's own 
experience. 
2.4.2. RecLding Speed, Rate and Flexibility: 
It has been argued that a linear relationship between speed and 
comprehension: an almost linear loss in comprehension as speed is 
increased (Alderson, 2000: 57). No doubt, there is a relationship between 
speed and comprehension in reading, but this relationship is a positive one. 
The more the reader speeds up his reading the better the comprehension is. 
But poor readers tend not to utilize such a strategy. They believe that in 
reading slowly their comprehension will be more, but this proves the other 
way round. An5^way, there are some cases in which this convention does 
not systematically work. The purpose of the reader, the text type, the 
familiarity with the text, and the nature of reading may be influential 
variables on the speed of reading. 
Berg (1971:40), for instance, argues that, "in the context of mathematics 
and science a low negative relationship exists between the rate at which 
they are read and the amount comprehended. That is, if one is going to 
read something highly complex and technical such as science and 
mathematics, then one must read it slowly. In other words, the more 
unfamiliar and complex a writing is, the more slowly it must be read." 
As far as speed is concerned, reading texts are of different natures. As 
discussed above, some texts are to be read rapidly, while others to be read 
slowly and it might take the reader longer to re-read the text if an efficient 
reading to be achieved. Competent and efficient readers are those who can 
adjust their rates of reading accordingly with the text type, the purpose and 
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the nature of reading and relating all those factors to their background 
knowledge is the essence of flexibility of reading. Anyway, Berg (1971:8) 
reports a study carried out by the University of Wisconsin, published in the 
Journal of Educational Research, in January 1971, and reflected a positive 
relationship between the flexibility and speed gains. Readers who are highly 
flexible in their reading have the ability to skim six or nine times faster 
than they read, while those who are lower in their flexibility skim as fast as 
they read or at the most twice as rapidly and the medium flexible group of 
readers skim three or four times more rapidly than they can read. 
Reading rate in early stages of learning to read, according to Jenkinson 
(1979:55) will of necessity be very slow - as the process of mastering the 
recognition of individual words is of necessity slow - and much of the 
reading may be done orally, when silent reading becomes prevalent at later 
stages, speed of reading increases with little external assistance. Jenkinson 
also adds that even at the advanced level, efficiency and flexibility are rarely 
achieved by every reader unless some special training is given. 
Smith (1985:33-4) argues in favor of the enforcement of speeding up the 
learner's reading and he believes that slow reading is one of the bad habits 
of reading which may lead as a result to what so called 'tunnel vision' , 
which is in itself an essential cause of deficiency of comprehension. Nuttall 
(1996:58-9) moreover, identifies three main early reading habits which are 
responsible for the slowing down of the reading speed; they are 
subvocalization, finger pointing, and regressive eye-movements. 
On the same track, in exploring the reasons for not reaching the 
'minimum flexibility' Jenkinson (1979) puts forward the idea that students 
while reading are not able to free themselves completely from the habit of 
vocalization. They move their lips, saying the words either sub-vocally, or 
mentally. She also adds that slow readers frequently focus their attention 
upon word elements rather than on the ideas behind the words. Such 
readers are still in the elementary level in which the mechanical aspects of 
word recognition prevent comprehension of difficult material. This 
phenomenon may also be caused by immature perceptual habits in 
responding to words, 
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2.4.3. Good Vs Poor Readers: 
Research into the difference between good and poor readers reveals that 
good readers in their native language always monitor their comprehension 
while they are reading, using their knowledge, experience, and syntactic 
and semantic cues (Kitao and Kitao, 1995). Makinon and Walter (1981) 
report that good readers have higher ability than the poor readers to correct 
their grammatical mistakes while reading aloud. About 25% of poor 
readers, according to Clay and Imlach (1971) have the ability to use cues 
between clauses and sentences. Good readers, on the one hand, stop 
reading when they find irrelevant verb in a passage while poor ones, on the 
other, do not (Isakson and Miller, 1976). 
As far as context is concerned, poor readers seem to be inadequate in 
reading. Four factors, according to Potter (1982), are important in the use 
of context. They are decoding skills, and syntactic, semantic and 
background knowledge. He also made a distinction between two kinds of 
context: preceding and succeeding contexts. Poor readers are observed not 
to utilize the succeeding one. Further more, at imagining the meaning of a 
passage using the words in the text, Oakhill (1984) asserts that both good 
and poor readers are equally good. 
As for reading strategies, poor readers do not seem to be using them in 
accordance with the reading purpose. Even if they are reading to fmd 
specific information in a text, Eamon (1978-1979) argues that they still 
read the entire text, trying to understand insignificant parts as well as 
important information. 
Nuttall (1996:127) discusses both good and poor or weak readers and 
relates that to the slow habit of reading; slow readers seldom develop much 
interest in what they read, let alone pleasure. Since they do not enjoy it, 
they read as little as possible. Deprived of practice, they continue to find it 
hard to understand what they read, so their reading rate does not increase 
and they remain slow readers. She represented both groups in two separate 
cycles; namely the vicious circle of the weak readers and the virtuous circle 
of the good readers: 
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Doesn't understand 
-TV 
Reads Slowly Enjoys reading 
^ 
Doesn't read much \ h Understands more 
Doesn't enjoy reading \ \ Reads more 
A B 
The vicious circle of the weak reader The virtuous circle of the good reader 
Figure (2.2) Good and Poor Readers' Circles 
Source: Nuttai, C. (1996) Teaching Reading Skills in a Foreign Language, p. 127 
2.5 . Models of Reading: 
Over the last four decades three major reading approaches have come to 
existence. They are: Bottom-up reading process, top-down reading process, 
and interactive processing approach. Most of what is known about reading 
research, including these approaches, has mainly originated in first 
language reading research. English as a foreign language experts and 
educationists should bear in mind the idea of how to relate this into the 
field of EFL reading. Some scholars like Coady (1979); Clarke and 
Silberstein (1977) paid attention to this issue in modifying Goodman's 
psycholinguistic model so that it could fit into an ESL model of reading. 
It is worth mentioning that there is another model which may be added 
to the above mentioned approaches. It is the 'critical literacy' or the so 
called 'socio-psychological' perspective of reading. 
2.5.1. Bottotv.-Up Model: 
It is the dominant approach to reading in the 1950s, which is linked to 
'phonics' the famous method of teaching reading; phonics is concerned with 
the phoneme grapheme correspondence Van Duzer (1999). In bottom-up 
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(data driven) reading process, the reader decodes letter- by- letter word- by-
word the written symbols in the text and then reassembles the pieces to 
form meaning (Frehan, 1999). Anyway, the bottom-up approach focuses 
mainly on the interpretation of meaning in a linear manner; first, decoding 
letters then words, phrases, clauses, sentences and texts to make sense of 
the print. Meaning, at any level (e.g. word or phrase), is accessed only once 
processing at previous (i.e. lower) levels has been completed. Thus the 
reader will process all the letters in a word before the meaning of the word 
is accessed; likewise, the reader will process all the words in a phrase or a 
clause before constructing its meaning ( Paran 2000). 
As far as ESL/EFL reading is concerned, Carrell in discussing bottom-up 
approach states that: 
Early works in second language reading assumed a rather passive, 
bottom-up view of second language reading; that is, it was mewed 
primarily as a decoding process of reconstructing the author's 
intended meaning via recognizing the printed letters and words, and 
building up a meaning from, the smallest textual units at the "bottom" 
(letters and words) to larger and larger units at the "top" (phrases, 
clauses, inter sentential linkages). Problems of second language 
reading and reading comprehension were mewed as being 
essentially decoding problems, deriving meaning from print. 
Carrell (1988a: 1-2) 
However, again Carrell (1988b), asserts that this process creates 
problems as disintegration and meaning and memory excess because the 
reader tries to pile up too many separate pieces of information without any 
higher-order relationship between them. On the other hand, Gough (1972) 
in Van Duzer (1999) stresses the importance of word recognition first, and 
he claims that rapid word recognition is important to this approach, which 
emphasizes sight reading of words in isolation. When word recognition 
becomes automatic, the reader is not conscious of the process. Recent 
research has again focused attention on the role that this decontextualized 
component of reading ability plays in the reading process (Oakhil, Beard, 
and Vincent 1995). 
As a criticism on this approach, Eskey (1973) says that, "the decoding 
model was inadequate as a model of the reading process because it 
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underestimated the contribution of the reader; it failed to recognize that 
students utilize their expectations about the text based on their knowledge 
of language and how it works." 
2.5.2. Top-Down models: 
Through the late 1960s and 1970s, 'top-down' approach or what is also 
known as the psycholinguistic approach to reading process, where meaning 
takes superiority over structure, became prevailing. In contrast with 
bottom-up processing, it has been proposed that top-down cares for a non-
linear view of processing. Readers make use of their own previous 
knowledge to make predictions about the text they are reading. Advocates 
of this approach claim that reader processes a text from higher level of 
interpretation, and then uses the lower levels selectively. A well known and 
a classical top-down theory is Goodman's reference to reading as a 
•psycholinguistic guessing game'. Goodman (1971) argues that readers do 
not read every word, but sample the text, make hypothesis about the next 
utterance to be encountered, sample the text again to confirm their 
predictions, and so forth. Readers need only to see enough of the text in 
order to be able to guess the meanings of the words or phrases. 
Furthermore, Coady (1979:6-7) assumes that this approach is applicable 
to effective LI readers and has nothing to do with the ESL/EFL readers and 
consequently, this led him to modify such a model so that it could be 
implemented to ESL reading context. He views reading as an interaction 
among three factors: higher-level conceptual abilities, background 
knowledge, and process strategies. The result of the interaction is 
comprehension. 
Conceptual Abilities.^  ^ Background Knowledge 
Process Strategies 
Figure (23) Coady's (1979) Model of the ESL Reader 
Source: Coady (1979) in Mackay, R. e/o/(I979) Reading in a Second Language: Hypothesis, Organization, 
and Practice, P.7 
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He also argues that, adult foreign language learners may find difficulty in 
the university instruction competence. He attributes this to the conceptual 
ability. Of course, the more the learner knows about the back ground of a 
certain language and the culture of its speakers, the faster he learns that 
language. Furthermore, process strategies are in a continuum, ranging, 
according to him, from the more concrete to the more abstract. ESL readers 
will make use of the more concrete process strategies such as grapheme 
phoneme at first, and then moves on towards the abstract strategies such 
as contextual meaning and syntax. 
Clarke and Silberstein (1977), in addition, and in pursuit of the EFL/ESL 
implementation of psycholinguistic model, have argued that second 
language learners ought to be taught strategies to make reading more 
efficient for them. They assert that it becomes the responsibility of the 
teachers to train students to determine their own goals and strategies for a 
particular reading. Strategies like scanning, skimming, guessing from 
context, and making inferences about the text should be given priority as 
essential tasks of the teacher of L2 learners. They have also focused on the 
materials, as far as selection, preparing and usage are concerned. 
2.5.3. Interactive Models: 
The third model is the interactive processing approach, developed as a 
result of the drawbacks of both bottom-up and top-down processes (see 
Frehan, 1999). One way to look at the difference between top-down and 
bottom-up models is that bottom-up models start with the printed stimuli 
and work their way up to the higher- level stage, where as the top-down 
models start with hypothesis and predictions and attempt to verify them by 
working down to the printed stimuli( Samuels and Kamil 1988:31). The 
interactive model is totally different from both in the sense that it seeks to 
make reconciliation between the two processing approaches (Eskey 
1988:93-4) 
Grabe (1991:383) identifies two points of view on the interpretation of the 
term interactive approaches. Firstly, it refers to the general interaction 
between the reader and the text. The reader employs both information 
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J . i^^^^- N'^ . - . : 
based partially on the knowledge derived from the text ^ d partially on me 
knowledge acquired previously. Secondly, the terirS^int<»ac;tjve_>iH;ay 
interpreted as an interaction of some cognitive skills," ~Wiwy^t=i^S^ to 
efficient reading comprehension. The former interpretation is supported by 
most second language researchers, while the later is supported by most 
cognitive psychologists and education psychologists. 
Various interactive models have emerged recently in reading research. 
Grabe identifies the following interactive models: 
Five models that appear to be useful for our understanding of the 
reading process are McClelland and Rumelhart's (1981) interactive-
activation model, Stanovich's (1980) interactive-compensatory model, 
Taylor and Taylor's (1983) bilateral cooperative model, LaBerge and 
Samules's (1974); see also Samules 1977) automatic- processing 
model, and Perfitti's (1985, 1986a, b)verbal efficiency model. 
LaBerge and Samules's model was originally considered a bottom-
up model, but it has since been modified by feedback loops to make 
it interactive. 
Grabe (1988:60) 
Anyway, only two of the above discussed models will be looked at in brief 
in the following lines; namely, Stanovich's (1980) interactive- compensatory 
model and McClelland and Rumlehart's (1981) interactive- activation model. 
Stanovich's model deals with the short comings of both bottom-up and top-
down approaches. The bottom-up assumes back ground knowledge cannot 
be activated before lower level decoding while the top-down model does not 
allow lower level processes to influence or direct higher level ones. The 
basic premise of Stanovich's model is that reading involves an "array of 
processes". Readers who are weak in one strategy will rely on the other 
process to compensate for the weaker process. Good readers will have a 
larger repertoire of compensating strategies to draw upon than will poorer 
readers (Grabe 1988: 61). 
Then again, in Rumelhart's model syntactic, semantic, lexical, and 
orthographic information are very much influential components in our 
perception. According to this model, figure (2.4) below, information from 
syntactic, semantic, lexical, and orthographic sources converge upon the 
pattern synthesizer. These knowledge sources are providing input 
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simultaneously and a mechanism mus t be provided which can accept these 
sources of information, hold the information, and redirect information a s 
needed. The mechanism which can accomplish these tasks is the message 
center (Samuels and Kamil, 1988:29). 
Grapheme 
input 
Syntactical 
Knowledge 
• 
VIS 1^  
4 
Feature 
Extraction 
Device 
Semantic 
Knowledge 
Pattern 
Synthesizer 
Orthographic 
Knowledge 
Most 
probable 
interpretation 
Lexical 
Knowledge 
Figure (2.4) Rumelhart's Interactive Model of Reading. 
Sources: 
Samuels and Kamil (1988) in Carrell, P. et al. (1988/ Interactive Approaches to Second Language Reading, 
p 30 
2.6 . Reading and Schema Theory: 
Rumelhart (1980) defines schema theory as a theory about. . .how 
knowledge is represented and about how that representation facilitates the 
use of the knowledge in particular ways. According to schema theory, all 
knowledge is packaged into units. . . (called) schemata, embedded in these 
packets of knowledge is... information about how this knowledge is to be 
used. 
Carrell (1987: 461) identifies two types of schemata: one type of schema, 
or background knowledge, a reader brings to a text is a context schema, 
which is knowledge relative to the context domain of the text. Another type 
is formal schema or knowledge relative to the formal, rhetorical 
organizational s t ructures of different types of texts. 
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There is another schema which is added to the above schemata called 
linguistic or language schema. While format schema covers discourse level 
items, linguistic or language schemata include the decoding features 
needed to recognize words and how they fit together in a sentence. First 
language readers, may through repeated examples, be able to generalize a 
pat tern or guess a meaning of a word, which may not have initially been 
par t of their linguistic schema. The building of linguistic schema in a 
second language can precede in the much the same way (Singhal, 1998). 
The utilization of schema theory is significantly observed in the field of 
education, particularly in reading. According to schema theory, EFL 
s tudents from different countries and backgrounds, surely relatively differ 
in their schemata and consequently most of them have different ways of 
processing knowledge in reading English. 
2.7 . Some Essential Influential Aspects of Reading: 
As far a s the three models of reading, discussed above, are concerned, 
top-down models seem to have been dominating the scene of research, 
particularly the domain of instruction of LI (English), and EFL, ESL since 
the 1970s. There is much more research resulted in theories which oppose 
such dominance and argue in favor of the following aspects, which have 
been, in some scholars' points of view, essential characteristics of ESL 
reading: 
2.7.1. Word Recognition: 
There are some crucial questions positing themselves such as whether 
Word recognition is related to reading comprehension? And do we recognize 
every word while reading? 
An5rway, the relationship between reading comprehension and word 
recognition is too strong. Points of view of scholars like that of Cunningham 
(1990) Segalowitz et al (1991) have been cited in Hayashi (1998) and 
summarized as: (1) Incomplete word recognition skills lead to poor reading 
comprehension among beginning readers or less skilled readers. (2) 
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Development of reading comprehension is largely due to development of 
word recognition skills and a lower process such as recording. (3) There is a 
strong relationship between word recognition speed and reading ability. (4) 
Defects in word recognition subprocesses are important sources of 
variability achievement in college level adults. (5) Word recognition skills 
and linguistic comprehension consistently make significant independent 
contributions to reading comprehension of learners. 
As for recognizing every word while reading, many researchers like 
Rayner and Bertra (1979); Just and Carpenter (1980) have been arguing 
that we process visual information (i.e. letters and words) accurately while 
reading. These arguments are summarized as follows: (1) efficient reading is 
dependent on a detailed sampling of the visual information contained in 
each of the individual letters that are within foveal vision; (2) even minimal 
errors within a word have an effect on subjects' reading behaviour; (3) 
readers fixate about eighty percent for the context words of a text. Function 
words receive fewer fixations, but the impression that readers skip a lot of 
words is strongly disconfirmed. 
According to the above discussion, the whole assumption of 'top-down' 
models seems less appropriate, but this does not mean that a bottom-up 
alone would be the best way in EFL reading context instruction. Rather, 
there should be some sort of balance between the two which has already 
yielded in the emergence of the interactive approaches in reading. 
2.7.2. Automatidty: 
According to Harris et al (1983) automaticity is defined as response or 
behaviour without attention or conscious effort. Automaticity in word 
attack permits full energy to be put into developing comprehension. 
Automaticity Theory (AT) tries to elucidate how people acquire skills as a 
function of the automaticity of operating processes. Schneider and Fisk 
quoted in Yoshimura (2000) clarify the mechanisms of skill acquisition in 
terms of contrasting automatic and controlled types of cognitive and 
memory processing: 
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Automatic processing is a fast, parallel, fairly effortless process 
which is not limited by short-term memory capacity, is not under 
direct subject control and performs well-developed skilled behaviors. 
Automatic processing typically develops when subjects deal with the 
stimulus consistently over many trials-.-Controlled processing is 
characterized as a slow, generally serial, effortful, capacity limited, 
subject controlled processing mode that must be used to deal with 
novel or inconsistent information. 
Schneider and Fisk (1983:120) 
Grabe (1991) has cited scholars like Eskey (1988), McLaughlin (1990), 
and Segalowitz(1991) as have been stressing the importance of automatic 
lower-level (i.e. bottom-up) processing in second language contexts. Less 
proficient readers often appear to be word-bound, and this phenomenon is 
often taken as evidence that students are stuck on words. 
Beginning readers may find it difficult task to recognize words. If this 
task is added to the comprehension task, it may exceed their limited 
capacity of attention. Skilled readers, however, are automatic at the task of 
word recognition may perform the two tasks simultaneously in an effective 
way. Differences in basic skills such as word recognition may lead to higher 
differences in reading process itself (Hayashi: 1998). 
2.7.3. Threshold Theory: 
The main idea underlying this theory is that readers will not be able to 
read effectively until they develop some language proficiencies (i.e., bottom-
up processing) in the target language. This theory is liable to variation, as 
far as individual differences in reading are concerned, and it can vary in 
respect to task variation. The arguments of Clarke (1979); Lee and Schallert 
(1997) and others on the threshold theory have been summarized as 
follows: (1) The problems of FL readers are largely due to imperfect 
knowledge of target language; (2) language competence is the best predictor 
of reading success in a FL; (3) for readers with lower FL competence, FL 
reading is a language problem rather than a reading problem (Hayashi 
1998) 
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According to the above discussion, the ability to activate the top-down 
processing can be maintained through some sort of development for 
language abilities for those FL readers. This finds some support through 
the argument of Cummins (1979) in Alderson 86 Urquhart (1984:18) about 
what he has called threshold level of Linguistic competence'. He says, "One 
impression of the threshold h5q)othesis...is that pupils who have attained 
the threshold may perform very differently on cognitive and academic tasks 
from pupils who have failed to attain the threshold." 
2.8. First and Second Language Reading: 
An issue remains contentious, in this regard, whether reading in first 
language LI is the same as reading in FL/SL. There is much more 
controversy over the issue. While some experts argue in favor of similarity 
others take the opposite position. Alderson 86 Urquhart (1984) have argued 
that, "We do not and indeed, find it difficult to draw a clear distinction 
between first and foreign language reading, in fact, it is not clear to what 
extent reading in a foreign language is different from reading in a first 
language." Jolly (1978) in Alderson (1984:2) has been arguing that success 
in reading a foreign language depends crucially upon one's first language 
reading ability rather than upon the student's level of English "if this 
identifiable". He asserts that reading in a foreign language requires 'the 
transference of old skills, not the learning of new ones'. McNamara (1970: 
114) found certain differences between reading in the native language and 
reading in a second language-in the rate at which individual words are 
interpreted, in the rate at which syntactic structures are interpreted, and in 
ability to anticipate the sequence of words. 
Cummins (1979) in Alderson (1984) and Cummins (1991) in Alderson 
(2000) respectively, assert that once reading ability has been acquired in 
the first language, it is available for use in the second or subsequent 
languages also. Nonetheless, in a divergent position, Alderson (2000:24) 
argues that the notion that poor second language reading is due to 
inadequate first language reading receives little support from the research 
literature. 
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Furthermore, there are some factors which influence both foreign and 
second language reading. Grabe (1991:386), for instance, identifies three 
main factors which are normally not considered in LI reading research; 
these are: a) L2 acquisition and training background difference; b) language 
processing differences, and c) social context differences. 
Investigating the differences between EFL and NL reading is too vast an 
area of voluminous literature. There is clear evidence from literature that 
schema theory and cultural background, for instance, play a significant 
role in both NL and FL/SL reading. As far as cultural and background 
orientations are concerned (see e.g. Steffensen 86 Joag Dev 1984, Carrell 
1983, Carrell 1987, Bamet t 1989, among others). Carrell (1987) 
investigated the influence of both content and formal schemata on ESL 
readers. Two groups of subjects were investigated; one of a Muslim 
background and another of Catholic background. Two different texts were 
presented, one was a Muslim culturally designed text and another was 
Catholic culturally designed text. Within each group, one half of the 
subjects read the texts in a familiar, well-organized rhetorical format, the 
other half read the text in an unfamiliar, altered rhetorical format. Carrell 
concluded tha t (familiar content, familiar rhetoric form) showed good 
reading comprehension, while (unfamiliar content unfamiliar rhetoric form) 
showed poor reading comprehension. More interestingly, the results for the 
mixed conditions, i.e., familiar content, unfamiliar rhetoric; unfamiliar 
content, familiar rhetoric form showed that content schemata affected 
reading comprehension to a greater extent than the formal schemata. 
A study by Steffensen and Jaog-Dev (1984) carried out on two groups of 
subjects, one was a native group subjects (Americans) and another was a 
SL subjects (Indians), in which two different passages were presented; an 
American wedding for the former and an Indian wedding for the later. The 
study revealed that readers comprehended descriptions related to their 
culture far better more than the others do. 
Nonetheless, the controversy over the issue of differences in reading for 
both FL and NL remains unfinished job. Goodman (1971:140), for instance, 
claims that reading is "much the same for all languages with minor 
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variations to accommodate the specific cheiracteristics of the orthography 
used and the grammatical structure of the language". This is a support for 
the idea of transferring the acquired skills of NL to FL tasks of reading. 
Henceforth, good and skillful learners in reading comprehension in the NL 
will be good in this skill in a FL, as well. According to Groebel (1980:55), at 
the level of comprehension in both NL and SL/FL, where the higher levels of 
reading comprehension are involved, there is a correlation between the level 
of the student's reading comprehension in his native language and the level 
of reading comprehension in the target language. In the contrary, more 
recently Schoonen et al (1998:73) have minimized this position in arguing 
that a number of studies revealed that there is only a modest relation 
between NL and FL reading performance; correlation coefficient ranges 
between r =0.20 and r =0.59. 
2.9 Reading Programs: 
Commonly, there are two main reading programs known as intensive 
and extensive reading. These two programs, though being always discussed 
separately, are not really so alienated; rather, they can be used 
interchangeably (see Bright and McGregor, 1970:80) It is argued that in 
situations where English is taught as a foreign or second language both 
intensive and extensive reading programs would be implemented 
complementarily, but the role, method, and importance on the time table of 
these two types of reading remain debatable (see Morris, 1972). However, 
these two programs will be looked at in detail in the following paragraphs 
2.9.1. Intensive Reading: 
Intensive reading means a minute and detailed reading of a certain 
prose-text. The main emphasis is on the language, information, and the 
understanding of the meaning. This program of reading is usually being 
established at the middle and high stages for teaching prose-texts. 
Harris et al (1984:112) define intensive reading as a program in which 
students read with emphasis upon a thorough study of many aspects of the 
selection(s). Intensive reading sharpens one's critical ability. Grellet (1981:4), 
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on the other hand has described intensive reading a s reading shorter texts, 
to extract specific information, which is according to him is more an 
accuracy activity involving reading for detail. 
Other scholars like (e.g. Baruah 1991, Verghese 1989. Bose 2002, 
Nagraj, 1996, and Morris 1972) describe intensive reading more or less 
similarly. Verghese (1989:77), for instance, argues tha t "intensive reading 
has for its objectives the full understanding of the text with its argument , 
its symbolic, emotional and social overtones, the at t i tudes and purposes of 
the au thor and the linguistic and literary means the au thor employs to 
achieve his study." He further differentiates between 'study' and 'slow 
reading'. Study involves several other skills besides reading a s well as 
several k inds of reading. 
Nagraj (1996: iv) asser ts that intensive reading is usually done at a 
slower speed and with limited reading material. The purpose of intensive 
reading is total comprehension. Academic reading is usual ly intensive 
reading. 
Morris (1972:38-9) argues that intensive reading is essentially reading in 
depth and is usually done in class, with each learner having the same text. 
He also makes a distinction between two types of intensive reading; micro 
and macro reading. In the formex, reading comprehension lesson, a study 
in depth of analysis will, of course, vary from paragraph to paragraph and 
from text to text but the ultimate in-depth of textual analysis is reached 
where the teacher achieves the utmost possible response to the total 
meaning of a piece of prose. While in the later, a different type of intensive 
reading will take place. No attempt is made here to arrive at total meaning 
that is the goal of micro reading; our objective in macro reading is to lead 
learners to an insight into and personal involvement in the large ideas in a 
book, such a s the theme, plot, and principal characters. 
Bright and McGregor (1970:80), in discussing the materials for intensive 
reading program, suggested the following points that should be taken into 
account when such a program, is to be established: 
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• Intensive reading is not done for the purpose of widening the learners' 
vocabularies ...The ideal text contains no unfamiliar words, but packs 
a great deal of meaning into familiar ones. 
• It is certainly desirable to use key passages in books the class are 
reading or have read for some of the intensive work because a passage 
means more in its proper context. 
• It is perfectly acceptable to work on a selected passage out of context, 
especially if it is chosen to illustrate something specific, for example, 
opinions masquerading as facts. 
• A book of extracts is to be used and shut down the intensive reading 
up in a period labeled 'comprehension' as though comprehension only 
mattered once a week and was only relevant to unseen snippets of 
prose. 
2.9.2. Extensive Reading: 
Unlike intensive reading program, extensive reading main concern is to 
give a wide variety of reading materials for the learners of which the 
emphasis is on the subject-matter and information. The involvement of the 
teacher is not as much as that of intensive reading it is only a role of 
guidance and observation. The study of new words and phrases is at its 
least in this program, and they may pass into the learners' passive 
vocabulary. Rapid reading is an essential aspect of this program so that 
students get a wide range of freedom choosing the material and in 
understanding and interpreting the information contained in a given 
written material. 
Harris (1983), Morris (1972), Grellet (1981), Nagraj (1996), and Tickoo 
(2003), among others, tackle the term 'extensive reading' approximately in 
the same manner. Harris (1983:112), for instance, defines it as "a reading 
program in which students read widely without restraints, with emphasis 
on broadening the scope of material read. Extensive reading contributes to 
one's breadth of vicarious experience." 
However, Tickoo looks at extensive reading as follows: 
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It helps the reader combines pleasure with profit. It is here that the 
pupil learns to relate to various types of written language; it is also 
here that she uses various types of strategies including skimming, 
scanning, predicting and so on. A good school-based program of 
reading must stand out for its rich and varied opportunities for 
extensive reading under the teacher's guidance close monitoring and 
constant encouragement 
Tickoo (2003:39) 
While Grellet (1981:4) considers extensive reading as a fluency activity 
mainly involving global understanding, Nagraj (1996: iv) looks at extensive 
reading as an activity done to develop good reading habits and build up 
knowledge of vocabulary, structure, style etc. 
Day and Bamford (1997) stress the importance of an extensive reading 
program in introducing the students to the significance of reading as done 
in real life by including such key elements of real life reading as a choice of 
purpose. They identify ten characteristics in a successful extensive reading 
program: 
• Students read as much as possible, perhaps in and definitely out of 
the classroom. 
• A variety of material on a wide range of topics is available so as to 
encourage reading for different reasons and in different ways. 
• Students select what they want to read and have the freedom to stop 
reading material that fails to interest them. 
• The purposes of reading are usually related to pleasure, infonnation 
and general understanding. These purposes are determined by the 
nature of material and the interest of the students. 
• Reading is its own reward. There are few or no follow-up exercises to 
be completed afier reading. 
• Reading materials are well within the linguistic competence of the 
students in terms of vocabulary and grammar. Dictionaries are rarely 
used while reading because the constant stopping to look up words 
makes fiuent reading difficult. 
• Reading is individual and silent, at the student's own pace, and, out 
side class, done when and where the student chooses. 
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• Reading speed is usually faster rather than slower as students read 
books and other materials that they find easily understandable. 
• Teachers orient students to the goals of the program, explain the 
methodology, keep track of what each student reads, and guide 
students in getting the most out of the program. 
• The teacher is a role model of a reader for students - an active member 
of the classroom reading community, demonstrating what it means to 
be a reader and the rewards of being a reader. 
Bell (1998), Nation (1997), Day 8& Bamford (1997), and Day &. Bamford 
(2002) assert that in several studies, extensive reading showed that 
students are making significant improvement in other areas of their foreign 
Language competence such as listening, writing, and vocabulary. Mason 
and Krashen (1997) in Day and Bamford (2000) find that extensive reading 
helps the students in the university level, who fail their EFL classes; 
improve their scores on a cloze test. 
As far as extensive reading materials are concerned. Day and Bamford 
(2000) suggest that "getting EFL students to read extensively depends 
critically on what they read. The reading materials must be both easy and 
interesting. 'Easy' means materials with vocabulary and grammar well 
within the students' linguistic competence. When students find no more 
than one or two difficult words on a page, the text is appropriately easy." 
Although extensive reading program seems easy to be established, the fact 
that learners should have acquired a reasonable range of vocabulary must 
not be neglected. Learners must have a minimum of 500 to 600 words as a 
prerequisite for the extensive reading activity to take place. The habit of 
reading as well should be created by the learners, without which extensive 
reading could not be success. 
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2 . 10. Types of Reading: 
Gray (1965:50) classifies reading t3T)es with respect to their form, reader 's 
general at t i tude, specific purpose of the reader, and relation of ideas 
involved. But there are commonly two well known and widely practiced 
reading types; namely, silent and oral reading, which according to Gray 
involve the recognition of symbols and the comprehension and the 
interpretation of meaning by the reader. These two are to be discussed in 
tu rn and in some detail in the following paragraphs. 
2.10.1. Silent Reading: 
Harris et al (1983:296-7) define silent reading as "reading without sa5dng 
aloud what is read. In silent reading, one reads to oneself, not others. 
Harris also notes down that while the intent of silent reading is not to 
vocalize, some subvocal activity h a s been shown to take place. Beginning 
with the second decade of the 20th century; the emphasis upon the 
teaching of silent reading soon replaces that upon oral reading. Silent 
reading is now the most common form of reading emphasized in the 
teaching of reading. 
Silent reading is regarded a s the most significant t5^e of reading in the 
actual every day life for its wide use and practice. It is described almost 
similarly by many scholars like, for example, Srivastava (1979), Verghese 
(1989), and Baruah (1991). Silent reading, according to Baruah (1991:217), 
means reading completely silently, without even moving the lips. But, 
however, some psycholinguists believe that it is not possible to read without 
giving some phonetic value to the graphic symbols and; therefore, even in 
silent reading the reader has to 'subvocalise' , i.e., mentally pronounce the 
words. But recent researches explain that this need not necessarily be the 
case. 
Verghese (1989: 75) asserts that the greatest amount of reading tha t is 
done in the world is silent. He also adds that the skill of silent reading, 
however, varies from reader to reader and depends on several factors 
including each person's requirement. 
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Srivastava clearly explains the primacy of silent reading over the oral 
reading as: 
Silent reading is ordinarily much more useful than oral reading, and 
accordingly both children and adults do more of it. The main 
purpose of silent reading is to assimilate the ideas expressed in the 
reading material and to increase the rate of reading. Since the silent 
reader neither pronounce the words nor pays much attention to the 
pauses, stress, accent etc., he is able to concentrate more on the 
ideas expressed in the text. His eyes are active and not the voice, 
therefore, he can read with great speed. For a person with average 
literacy, oral reading is only about 60 % as rapid as mature silent 
reader i.e., 150 words a minute (oral), 250 words a minute (silent). 
Srivastava (1979:15) 
In addition to what Srivastava explains about the primacy of silent 
reading, its usages in practical life is spelled out by Paul Verghese 
(1989:75) as: (1) to make a survey of materials to be studied and to look 
through indexes, chapter headings, and outlines, (2) to skim, (3) to 
familiarize oneself with the material and its thought content, (4) to study 
the material in depth, and (5) to study the language in which the material is 
written from a literary or linguistic point of view. 
In generative phonological terms, Carol Chomsky (1973:103) makes a 
distinction between silent reading and reading aloud in the sense that 
"silent reading may take place primarily at the lexical level, without 
requiring the experienced reader to convert to the surface phonetic level. If 
he wishes to convert to phonetic representation, as for example in reading 
aloud, he does so through the automatic application of phonological rules 
of the language. But this phonological processing may be minimal in rapid 
silent reading." 
2.10. 2 Oral Reading: 
William Gray (1965) asserts that "oral reading involves the interpretation 
to others thoughts, sentiments, and ideas expressed." As for the complexity 
of the oral reading. Gray also argues that it is more complex than the silent 
reading in the sense that good oral reading makes use of all basic attitudes 
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and habits involved in efficient silent reading and, further more, those that 
are essential in making the context more clearer to the listeners. 
R.G.Stricland (1955:11) defines RA as a "speech through which the 
reader assumes the responsibility of reproducing and interpreting recorded 
ideas may by the speaker's own, but more often they are those of some one 
else. In any case, reading is a matter of interpreting with conscientious 
exactness and without the freedom of spontaneous speech." 
Reading aloud is primarily an oral matter; it is more related to 
pronunciation than to comprehension. It is good that the students develop 
the skill of reading aloud. However, in actual life, only a few people are 
required to read aloud as a matter of daily routine; newscasters, teachers, 
actors ...the huge majority do not have to read aloud except on occasions 
(see Verghese, 1989:75). 
The main task of the reader in RA is just to utter or deliver what is 
written on a page in a way that the message is conveyed clearly to the 
listener. It is unlike the task of the speaker, who is, certainly, required to 
think about what he is going to say and to take care of what is being said to 
him or the incoming spoken message (see Gabrielatos, 2002) 
As an advantage of RA, students get the chance to read with some 
correct pronunciation; intonation, accentuation and rhythm. It is also 
considered to be some sort of preparation for their skill of speaking. But RA 
is not an effective for improving learners' reading skills because they deal 
with all words and utterances in a given text as being equally difficult or 
important. Gabrielatos (2002) makes it clear by asserting that: 
• RA (or subuocalising) draws the learners' attention to matters of 
pronunciation with negative effects on comprehension. 
• RA (or subuocalising) is considerably slower than sight reading. Use of 
this technique will have a negative effect on reading speed (a skill 
particularly helpful during exams). 
As for the task performance of RA, Gray (1955:5) identifies, four 
significant tasks that are to be necessarily achieved by the loud reader: 
grasping the author's intended meaning, sensing the mood and the 
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emotional reactions which the author intended to produce, conveying the 
author's meaning to the listener, and conveying mood and feeling. 
Generally speaking, RA plays important roles in teaching language 
classes such as helping to associate printed material to spoken material, 
appraising progress by the teacher while the learners are reading aloud, it 
can help in small audience situations strengthen confidence, and strange 
or different words can be easily and appropriately learned when being 
heard and seen on the printed page (see Shane, 1955). 
Finally, RA is, according to Tickoo (2003:38), part of beginning reading, 
which serves a few specific functions: 
• It is used as a pronunciation check. 
• It serves as a check on the bottom- up skills. 
• It contributes to student participation by being a source of motivation 
and interest to individual students. 
2.11. Reading SkiUs: 
Reading skills will be tackled in two dimintions: word attack and text 
attack skills as in the following lines. 
2.11.1 Word Attack Skills: 
It has been suggested, according to Nuttall (1996:62), that "moderate LI 
readers can recognize about fifty thousand words; yet foreign language 
syllabuses present only a few hundred words a year. Even granted different 
interpretations of Avord' "knowing a word' and so on, the difference is 
enormous." 
Words, anyway, are the core of reading whether the concerned language 
is taught as a native or foreign language. Words are categorized slightly 
differently by many scholars like French (1954), Bright and McGregor 
(1970), Baruah (1992), Nuttall (1996). 
French (1954), for instance, classifies words, according to their use, into 
three main categories: (a) words that are well known to the learner and can 
be used effectively - ACTIVE VOCABULRY, (b) words that are understood by 
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the learner but can't be normally used PASSIVE VOCABULARY, and (c) the 
wide range of words which are not known by the reader. Nuttall (1996:63) 
classifies vocabulary into three main categories, viz.: Active vocabulary. 
receptive vocabulary, which are almost the same explained by French 
above, and she also further adds another category to these two which is the 
category of words that learners encounter once they move to unsimplified 
material; these she calls throw away vocabulary. She argues that not all the 
words readers faced with are worth learning, even to the receptive level. 
For teaching purposes, it is essential to know the difference between 
active and passive vocabulary. In actual life, both native and foreign 
language speakers alike recognize and understand more words than they 
really use. Bright and McGregor (1970:19) make a distinction between 
native and non-native language learners of English, for instance, in 
productive and receptive vocabulary acquisition. In circumstances where 
native language speakers being taught English there is no sharp distinction 
between receptive and productive vocabulary usage while foreign language 
learner needs to achieve general fluency as rapidly as possible. The normal 
process of movement at need from receptive to productive use can be 
permitted to take place voluntary and as far as the student is concerned 
approximately unperceived. The native speaker, on the other hand, has not 
been told the meaning of all the words he has learnt and has not looked 
them up in a dictionary. He has picked them effortlessly. And there comes a 
phase in the foreign learner's progress where, given appropriate materials, 
he can do the same thing while his concentration is where it should be, on 
the sense of what he is reading. 
Nuttall (1996) sorts five main causes that make words difficult: 
(1) Idioms. 
(2) Words with several meanings. 
(3) Sub- technical vocabulary. 
(4) Superordinate. 
(5) Irony. 
M.L. Tickoo (2003: 36) suggests a number of word-attack skills that have 
been found of value by teachers of beginners in reading. These include: 
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1. Using configuration clues to help beginners use the shape of a word 
as a support to its pronunciation and meaning. This done by making 
them notice the form of the word - its length, shape, size - in different 
ways. For this, use is made for pictures, tracing of words, helping 
them to read a word cut into sand paper and similar other means to 
help build word recognition; 
2. Infer (guess at) word meanings by making use of linguistic and 
contextual clues found in most text using the dictionary a s a 
support; 
3 . Using phonics; 
4. Using picture clues. 
2.11.2. Text Attack Skills: 
Understanding different types of meanings is prerequisite to the 
unders tanding of a text (see Bright and McGregor 1970). As for the kinds of 
meanings, Nuttall (1996:20-1) makes a distinction between four types of 
meanings in a text, namely; conceptual meaning, prepositional meaning, 
contextual meaning and pragmatic meaning. Concepts, according to her, 
can be from a whole text down to a single morpheme. Some books are 
written on complex concepts such as probability or truth, while others are 
simply written and can be expressed by smallest meaning uni ts such a s 
plurality in English, for instance, for which suffix (-s) s tands for. 
Prepositional meaning or what is also known as plain sense is concerned 
with the meaning of the clause or sentence. Words with out being pu t into 
sentences can also have a prepositional meaning. In turn , contextual 
meaning or functional value can be established only when a sentence is 
taken into a context. It carries a significant role from being related to other 
sentences and the reason of usage by the writer. Pragmatic meaning, on the 
other hand, can not be simply distinguished from the contextual meaning. 
Meaning reflects the writer's feeling and attitudes. Pragmatic meaning 
involves interaction and can be seen obviously in conversations. But it can 
also be found in texts, in the writer's interaction with the reader. 
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In pursuit of the same topic, Nuttall (1996) in her discussion of text -
attack skills further identifies the following skills: 
1. Understanding syntax. 
2. Recognizing and interpreting cohesive devices, which also include the 
following sub-skills: 
a) Interpretation of pro-forms. 
b) Interpretation of elliptical expressions. 
c) Interpretation of lexical cohesion. 
3. Interpreting discourse marks. 
4. Recognition of functional values. 
5. Recognizing text organization. 
6. Recognizing presuppositions underlying the text. 
7. Recognizing implications and making inferences. 
8. Prediction. 
2.12. Reading Techniques: 
There are two foremost techniques used in reading a text, which are 
equally useful for the EFL learners in all their learning stages. They, 
however, can be used in a reciprocal manner while dealing with a text, that 
is, you can make use of both in reading a certain text. They are specific 
reading techniques necessary for quick and efficient reading. Yet it is useful 
to make use of these two activities according to Grellet (1981:19) when 
reading a given text. For instance, we may well skim through an article first 
just to know whether it is worth reading, and then read it through more 
carefully because we have decided that it is of interest. It is also possible 
afterwards to scan the same article in order to note down a figure or a 
name which we particularly want to remember. 
2.12.1. Skimming: 
Skimming is a rapid reading for the broad drift of a passage. It is an 
activity which is suitable when there is no time to read something carefully 
or when trying to decide if careful reading is worthy. Skimming has been 
discussed by many experts in reading almost in the same way like, for 
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instance, Grellet (1981) and Clarke and Silberstein (1977861979). It is, 
according to Clarke and Silberstein (1979), reading with a general question 
in mind: "Does this book treat generative semantics or merely 
transformational grammar?" or "Is the author for or against capital 
punishment?" Since we assume that s tudents skim in their own 
languages, we see our task a s helping them to transfer this skill to 
English....The only way to improve this skill is to be forced to read more 
and more rapidly and to formulate appropriate questions and coach 
s tudents through passages; later s tudents are expected to form appropriate 
questions and predictions and to push themselves to read quickly. 
Inani (1973) identifies several ways of skimming to be practiced: 
• Reading the lines very rapidly to get the general thought in an article 
or story. 
• Reading the lines or par t of the lines, skipping here and there, but 
still getting the general thought in the article or story. 
• Reading the first sentence in each paragraph or the first and last 
sentences in the paragraph depending on the style of the writer... 
• Letting the eyes drift down the middle of a page in a book or a 
column of a newspaper... .This method of skimming takes a great deal 
of practice. 
• Reading head-lines or sub-headings, glancing at pictures and 
illustrations, and reading the captions under them. This method of 
skimming is useful in examining books or glancing through the 
newspapers. 
2.12.2. Scanning: 
Scanning is similar to skimming in that the reader is pushing himself 
throughout a selection at an initially uncomfortable rate, but the search is 
more focused since, the information desirable is very precise - usually a 
date, a number , a place. Grellet (1981:19) asserts that when scanning, we 
only try to locate specific information and often we do not even follow the 
linearity of the passage to do so. We simply let our eyes wander of the text 
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until we find what we are looking for, whether it be a name, a date, or a less 
specific piece of information. Scanning is far more limited since it only 
means retrieving what information is relevant to our purpose. 
In addition to teaching s tudents to take advantage of textual clues, a s 
they do in skimming, Clarke and Silberstein (1979) argue tha t we should 
also make them aware of the graphic form the answer is likely to take: 
written number , numeral , capitalized word, or short phrase containing key 
words. As in skimming, s tudents gradually become self - sufficient. It is 
important to u s e selections which can be realistically scanned (that is, 
those containing specific information) and selections which are commonly 
scanned in "real life": for example, the sports page, menus , classifieds ads, 
and telephone books. 
2. 13. Habits of Reading and Readers' Interest: 
Reading Habit is defined by Harris et al (1983:268) a s the use of 
reading a s regular activity or a repetitive act in reading, as in continuing to 
read the same kind of material (as horse stories) or in persisting in a 
particulai- way of reading (as omitting words). Whereas RecuLing Interest is 
also defined by Harris et al (op. cit.) as those topics and content fields 
about which a person not only shows a desire to read bu t does read, 
reflecting...an active disposition toward some specific goal. Reading 
interests may or may not coincide with reading performance. If a reader is 
given the study task of reading one or two books that are equally 
distasteful, the preference for one does not indicate a reading interest. 
The reading habit plays a decisive role in the academic life of a person. It 
covers broadly individual's mode of regularizing study behaviour and 
sensitization to curricular and extra curricular books, interest in 
newspapers and magazines, on the one hand, and such personal habi ts 
like reading aloud or silently in groups or isolation etc., on the other. 
Sharma (1989:15) reports that in London Boroughs that younger readers 
read more for information and knowledge and use library actively, the older 
ones use it more for study of serious literature. The problem of reading 
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habit is of a great importance both theoretically and practically. 
Theoretically, efficient learning depends upon the development of reading 
habits. From practical point of view, very often teachers come across such 
students as appear to have above average scholastic aptitude, yet they are 
doing very poorly in their course of study. A great majority of these seem to 
have faulty reading habits. Proper guidance to them would, it is expected, 
change it to desirable ones. Good study habits save time and greatly 
increases one's learning. 
Reading interest varies as far as age, period and genre are concerned. 
Children reading interest is not the same as elderly readers' interest. By 
and large, in this modem age, the interest has mainly extended to the fields 
of scientific knowledge concerning the advancements of research in 
medicine, engineering, communications, etc. Tinker (1973) says that 
there is a vital relationship between interest patterns and both reading 
activities and progress in reading. 
2.14. Reading and EFL/E^L Learners' Achievement: 
According to Ulijn (1978) and Ulijn and Kempen (1976) quoted in 
Alderson (1984:13) poor foreign language reading comprehension is not due 
to insufficient knowledge of grammar, but to lack of conceptual knowledge: 
meanings of words and subject knowledge. It follows that, since native 
speaker readers may also lack knowledge of subject matter, the only 
difference between first and foreign language readers is in their knowledge 
of vocabulary. Thus, foreign language reading programs need to 
concentrate on improving students' vocabulary, and their procedures for 
recognizing unknown content words. 
Moreover, Berg (1971:25) reports one of the earliest studies by Paul 
Witty. Witty asked students to read any easy reading material for 30 
minutes a day. They were to read as rapidly as they could and to make a 
summary after every reading. The students were encouraged to read 
extensively in different subject matters. After one semester, results in 
testing showed that the students had increased in the rate of reading by 
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fifty percent and also improved in comprehension.! 'The program' ' was.' 
continued a second semester and s tudents s h o ^ d -^even gregt^r^ 
improvement. This and a good numerous other studies ha^-fey^^^d;!^ 
1930 that one of the best ways of improving reading is simply doing that 
thing -reading. 
In investigating the role of language proficiency in L2 reading and finding 
out the relationship between the level of language competence and the level 
of reading ability in the second language, Alderson, Bastein, and Madrazo 
(1977) reported by Devine (1988:263), in a study of Mexican subjects 
reading in both their native Spanish and English, find a significant 
correlation between proficiency in English and reading comprehension of a 
text in English. They conclude that language competence is best predictor 
of reading success in second language. 
Grabe (1986) says that successful second language reading depends 
upon the possession of a "critical mass of knowledge" of which only one 
par t is strictly linguistic knowledge. This type of knowledge is important to 
L2 reading; indeed, in Grabe's view, readers mus t reach a stage automatic 
processing of the syntactic pat terns encountered in a text. 
Moreover, Devine (1987) studied the question of the relationship between 
L2 language proficiency and oral reading proficiency longitudinally. Results 
showed significant correlation between gains in language competence and 
the use of effective reading strategies. 
2 .15 . Reading Problems: 
As far a s reading problems are concerned, five main factors have been 
identified by Yorio, which contributed greatly into the problems of reading a 
text in a foreign language: 
(l)the reader's knowledge of the foreign language is not like that of 
the native speaker; (2) the guessing or predicting ability necessary to 
pick up the correct cues is hindered by the imperfect knowledge of 
the language; (3) the wrong choice of cues or the uncertainty of the 
choice makes associations more difficult; (4) due to unfamiliarity 
with the material and the lack of training, the memory span in a 
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foreign language in the early stages of its acquisition is usually 
shorter than in our native language; recollection of previous cues, is 
more difficult in a foreign language than in the mother tongue; (5) at 
all levels, and at all time, there is interference of the native 
language. 
Yorio (1971:108) 
The complexity of material being read may contribute to the difficulty or 
problem of reading for EFL learners. Seliger (1972:49) asserts that it is not 
the case that a text with simple vocabulary should necessarily be simple; 
rather, a text with a light vocabulary load but with ambiguous or complex 
syntactic structures may create a serious problem for EFL reader. 
It is also further argued that there is a similarity, as far as vocabulary 
acquisition is concerned, between both native and foreign language 
learners. Depending on the level of proficiency, foreign language reader will 
nearly recognize a number of syntactic structures, while the acquisition of 
vocabulary may constitute more difficulties, due to the differences of lexical 
and grammatical systems (see Yorio, 1971:109) 
According to Yorio (1971:110) both predicting future cues and making 
associations with the past memory-kept cues are taking place in the 
reading process. The difference between native and foreign language learner 
is the degree of consciousness and recollection of unfamiliar cues. Thus 
these factors make associations insecure, slow, and difficult. Yorio further 
affirms that imperfect knowledge of foreign language and LI interference in 
the reading process of the foreign language learner at all language levels, 
i.e. phonological, morphological syntactic and semantic levels. Semantic 
interference, for instance, makes associations more difficult by giving wrong 
meanings to the cues. 
In tracing the same issue, Isabel, L. Black (1981:53-4) argues that 
teachers descriptions of students' reading problems fall into three 
categories. Category one comprises descriptions of students' behaviour as 
"guessing at the pronunciation of words" etc, and numerous other 
behaviour descriptions symptomatic to students who are having difficulties 
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with the print - to- speech code. In other words students are described as 
not learned their "decoding skills" or as facing "word attack" problems. 
Category two describes students behaviour such as "reads word by 
word," "often pauses before pronouncing words," "is not able to finish a 
reading assignment," and other indicators of slow word processing. 
Category three, according to her, includes assertions that some students 
can not comprehend what they read. Practitioners believe that inaccurate 
decoding and slow word processing are often implicated in comprehension 
difficulties. Black has further announced the lack of important prior 
knowledge about the content of the material that is not being understood 
as the first candidate as the source of comprehension problem. 
In this chapter a detailed survey of the related literature and theoretical 
background has been outlined. Now, it is the turn for a thorough 
discussion of the methodology utilized in carrying out this research in the 
next chapter. 
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RESEARCH METHODOLOGY 
3.0. Introduction: 
In the previous chapter, a detail survey of the theoretical background 
and the related literature of the study was given. In this chapter, however, a 
detailed explanation of the methodology adopted in carrying out the 
research of the present study will be explained. Certainly, it is going to 
throw light on the sample of the study, tools designed for data collection, 
procedure, objectives and hypothesis on which the research is based. 
3.1. Sample Design: 
The subjects of this study were drawn from the population in a simple 
random sampling method or what so called 'probability' or 'chance' 
sampling, which enabled the researcher to make sure, as Kothari (1990:73) 
points out that "every item of the universe has an equal chance of inclusion 
in the study. It is, so to say, a lottery method in which individual units are 
picked up from the whole group not deliberately but by some mechanical 
process." He further argues in favor of the reliability of this technique that 
this sort of sampling ensures the law of Statistical Regularity which 
demonstrates that if on a standard the sample selected is a random one, 
the sample will bear a resemblance to the universe in all features. This is 
why random sampling is regarded to be the best technique of sampling 
(ibid: 74). 
23 subjects of the first year, henceforth group A, were chosen from a 
total number of 100 students in the rolls of the department. Likewise, 23 
students of the second year, henceforth group B, were selected from a total 
number of 55 enrolled students of the department. For sampling purposes, 
each student in both first and second year was assigned a particular 
number. These numbers, certainly, were written on small slips and then 
each was folded in the same way and put in a small container and mixed 
together thoroughly. This was, unquestionably, done for each group 
separately. As mentioned above, 23 students from each year were drawn by 
a seven-year-old child in a lottery manner to eliminate bias and to ensure 
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that each member of the population would have the opportunity to be 
included in the study. Needless to mention, after every pull the whole slips 
were reshuffled again to make selection go on at the same manner of 
randomness. 
It is worth mentioning, at this point, that in the present study the whole 
sample consisted of two homogeneous groups. Group A comprised 23 male 
students of approximately the same age, 20+ years, where as group B 
consisted of 23 male students 20+ years of age. What was really striking 
about the subjects of this study was the absence of the females. In fact, 
there were only 2 female students in the whole department, exactly in the 
first class, at that particular academic year in which this research was 
carried out. However, the number of girls in the college of education, 
Shabwa, was very limited in general. For further details on the girls' 
education in Shabwa Governorate and in Yemen Republic as a whole see 
(1.2). 
Six out of twelve of the teachers of the department participated in the 
study. The other remaining teachers were on study leave for both M.A. and 
Ph.D. courses at the time of the study. A questionnaire was designed and 
administered for the teachers. Out of the total number participated in the 
study there was only one female teacher. The teaching experience of the 
teachers ranged from two years to more than five years: 83.3% indicated 
that they had been teaching for more than five years, and probably for 
some of them experience exceeded fifteen years or more of teaching English, 
while 16.7% two to four years. Four of them had Bachelor in Education 
(B.Ed), one had Bachelor in Arts (B.A.); where as one had got a Master of 
Arts (M.A.). 
3.2. Objectives of the Study: 
The study has the following major objectives: 
1) To find out what makes reading comprehension in English 
problematic for EFL learners in this particular department. 
2) To locate the factors which obstruct or encourage the teaching of 
reading abilities and reading comprehension. 
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3) To observe to what extent the teachers ' awareness of reading skills, 
and how they deal with teaching reading in terms of approaches and 
methods. 
4) To check the relationship between habit of reading and readers ' 
interests, on the one hand, and the performance of the learners in 
reading comprehension, on the other. 
5) To look into the interaction of reading, as a receptive skill, with 
writing, as a productive skill. 
3 .3 . Hypothesis: 
The present study is based on the following hypotheses: 
1) Reading an English text is difficult for EFL/ESL s tudents who have 
not been acquainted with the appropriate reading skills and need to 
interpret or decode close or open words and to infer, and extract 
information from a given text. 
2) Reading an English text is relatively not difficult for EFL/ESL learners 
who have been acquainted with the appropriate skills to decode and 
interpret a certain reading material and have the ability to infer and 
extract meaning from a certain text. 
3) EFL/ESL students , who have been appropriately taught reading 
skills, can produce well arranged and good organized pieces of 
writing. 
3.4 . Tools of the Data Collection: 
The tools of the data collected for the present study consisted of cloze 
tests, comprehension tests, composition tests, questionnaires, and 
observation of the actual teaching of reading. These will, in fact, be 
discussed in turn in the following paragraphs. 
3.4.1. Cloze Tests: 
Cloze procedure is defined by Harris et al (1983:53) as "any of several 
ways measuring a person's ability to restore omitted portions of an oral or 
written message from its remaining context." The term itself was coined by 
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W. Taylor in 1953 to reflect the Gestalt principles of 'closure', the ability to 
complete an incomplete stimulus. 
Types of cloze tests are noticeably classified by Alderson (1996:222). He 
makes a distinction between two types of cloze tests; the first one is pseudo-
random cloze test in which every nth word is deleted. Construction 
procedure for this test insures that the test writer does not really know 
what is being tested. The more deletions are the larger chances are found 
for many aspects of language to be involved. The other type is rational cloze 
technique, or what is also known as fixed ratio cloze test in which the 
deletion is under the control of the test writer, i.e., tester decides which 
words to be omitted, and tries to leave at least five or six words between 
gaps( otherwise gaps are unduly difficult to restore). 
As far as reading is concerned, a standardized procedure and set of 
scores are developed to differentiate frustration/instrumental reading levels 
and instructional/ independent reading level. Connelly (1997) asserts that 
the principles of the cloze method function by the regular removal of every 
nth word in a test which is authentic in that it is not specifically created but 
taken from a source considered appropriately by the tester. Additionally, 
Anderson (1997:178) in discussing cloze tests as technique for measuring 
reading comprehension and readability argues that it is "a testing 
technique that has excited much interest research activity with English as 
a first language. Strangely, there are only few studies where the technique 
used with students for whom English is a second or foreign language." He 
also suggests that cloze procedure may also be utilized to measure 
comprehension abilities of non-native speakers learning English. 
Wainman (1979:131) concludes that the cloze method of automatic 
deletion can attain results for second language learners which are as good 
as the other results achieved by the more popular methods, which usually 
favors the content words. Cloze tests are easier to set and they explore a 
wider variety of language categories than do those tests which concentrate 
on continuous texts or single sentences. Recently, there are some other 
advantages of cloze procedure identified by Weir (1990) and reported by 
Connelly (1997:142) as: 
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1) Easy to construct and score, yet they are valid indicators of 
language proficiency. 
2) A relatively short text makes the test easy to handle yields a test 
with good internal consistency. 
3) Both validity and uniformity are claimed for this type of test by its 
proponents. 
Jonz (1987:414) argues that "...cloze, the practice of requiring examinees 
to restore deleted words to text, is well suited to the study of interaction 
between text and individual comprehension processes precisely because it 
is an integrative testing procedure. It requires examinees to apply 
knowledge at various levels of generality, ranging from the morphosyntax of 
phrases to broad concepts and systems of belief." Furthermore, the items 
on a typical every n'^ word or fixed ratio cloze process in Bachman ' view 
(1985: 539) can be stored into four categories. The test-taker, however, 
mus t apply (1) within clause knowledge, (2) across clause, within sentences 
knowledge; (3) across sentence, within text knowledge; and (4) extra-
textual knowledge. 
More recently, Farhady et al (1996: 279) argue tha t various research 
projects were conducted to investigate the efficiency of cloze procedure as a 
test for non-native learners ' language proficiency. Through the course of 
these projects, the concept of cloze became established with more precise 
and research supported characteristics. 
Regarding the most appropriate value of "n", cloze tests with every '3'^^, 
4th, 5th^ 5th^ yth^ gth^ gth^ IQth word deletion were developed. However, test 
with every 5^^ or 7'^ word deletion have become more popular. Cloze test 
with every 7'^ word deleted is considered to be the s tandard cloze test (op. 
cit). 
In discussing the total number of words deleted in a cloze test, Farhady 
et al (1996) argue that the appropriate deletions range between 20 - 100. 
But there are certain issues that remain contentious such as the length of 
the passage and the validity and reliability of such tests. They, however, 
discussed these mat ters further: 
Although a 25-item test may show an acceptable degree of validity, 
it does not, however, guarantee high validity. Therefore, the number 
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of items should be determined at a level which would produce both 
high reliability and high validity. Experiments demonstrate that 
cloze tests with 25-30 items show as high a validity index as those 
with 40-50 items. Thus, common sense criterion for the number of 
deletions in a cloze test was set to be 25 to 30. It means that 
considering the 7*'* rate and 25 to 30 blanks, the length of the cloze 
passage would be some where between 175 to 210 words. 
Farhady et al (1996:280) 
Cloze tests , however, are as valid as any other type of tes ts . They are, 
certainly, very practical in several circumstances because they are 
uncomplicated to arrange and score; their validity a s tests for reading is, 
some what contentious. Cripwell (1976) argues that "cloze tes ts are 
comparatively easy to construct. And also, in these tests s tudent h a s to 
make u p his mind" and it is argued that this is why this test unlike most 
other tes ts is creative rather than a failing test. 
Regarding scoring cloze tests. Oiler (1973) suggests tha t "the most 
frequently used with native speakers is the counting of 'exact word 
replacement ' a s correct", yet, with non-native speakers there are some 
other methods among which is the 'acceptable word scoring method', which 
is, according to him, an acceptable and quite significant. Alderson (2000: 
207) argues tha t in some scoring measures, credit may also be given for 
supplying a word that makes sense in the blank, even if it is not the word 
which was originally deleted. 
In the present study, and for the above discussions, cloze tes ts were 
used to assess the learners' readability and comprehensibility by selecting 
some passages from particular texts and they were developed for testing the 
cloze test items. These tests helped the researcher to a great extent to 
investigate the learners ' problems of reading in particular. Cloze tests , 
generally, can possibly be used to check the level of readability of a 
particular text, as said above. This factor is much related to the present 
study of assessing difficulties faced by foreign language learners reading an 
English prose text. If, however, learners show some difficulties in reading 
then it might be necessarily momentous to concentrate on those areas in 
which the learners ' experience reading problems and in the process assist 
them arrive at an understanding of the text. 
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3 .4 .2 . Comprehension Tests: 
Comprehension tests are of different types: multiple choice quest ions 
(MCQs), open-ended questions (OEQs), true/false questions (T/F Qs) or 
ordering task questions (OTQs). 
Alderson (2000:211) argues that MCQs are a common device for testing 
s tudents ' text comprehension. They allow testers to control the range of 
potential answers to comprehension questions, and to some extent to 
control the s tudents ' thought processes when responding. He also cited 
Munbay (1968: xii) as saying: 
Multiple-choice questioning can be used effectively to train a person' 
ability to think....It is possible to set the distracters so close that the 
pupil has to examine each alternative very carefully before he can 
decide on the best answer.... When a person answers a 
comprehension question incorrectly, the reason for his error may be 
intellectual or linguistic or a mixture of the two. Such errors can be 
analyzed and then classified so that questioning can be taken 
account of these areas of difficulty. 
Alderson (2000:204) 
Ingram (1974:322) identifies the following advantages of MCQs: 
1- They are much quicker and more convenient to mark. 
2- They are independent of the judgment of the maker, in contrast 
with open - ended items. 
3- They provide more diagnostic information, because the candidate is 
forced to decide among a particular set of choices. 
Open-ended questions (OEQs) are also used a s a technique for measuring 
reading in which the test-taker writes his own answers in the form of a 
single word, a phrase or a sentence. Ingram (op. cit.) identifies the following 
three advantages of OEQs: 
1) There is no possibility of anybody getting the right answer by chance. 
2) Open-ended items test productive skills. Multiple-choice i tems test 
receptive skills only. 
3) Open- ended items do not present the learner with errors, and so do 
not risk teaching wrong thing. 
MCQs are best documented in the words of Mathew-Bresky as follows: 
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The usefulness of multiple choice language testing has been 
recognized for some time by teachers and examiners; collections of 
tests passages with accompanying questions have been published, 
courses are furnished with multiple-choice tests materials, and the 
provision of credible distracters drawn from the test passage or 
outside it has been raised to a fine art. But most development has 
been on multiple-choice as a device for testing comprehension, 
usually written but also aural, where as there is also wide scope for 
the use of multiple-choice to test strictly linguistic items at beginners 
and intermediate levels. 
Mathew-Bresky (1978:50-51) 
Furthermore, Nuttall (1996:186) in discussing questioning techniques in 
reading specifies the following advantages: 
1) They are relatively easy to device. 
2) They can be used for virtually any purpose. 
3) They force the student to think things out for himself. 
True/False questions (T/F Qs), moreover, present a statement; the 
s tudents have to decide if it is t rue or false according to the text. Nuttall (op 
cit) argues tha t of the question types, T/FQ is in some respects the most 
limited, bu t it can be useful and is not necessarily trivial. T /FQs can 
promote discussion like MCQs; more choices make discussion more 
interesting, bu t T/FQs are preferable if there is one likely misinterpretation 
of the text. InT/FQs, according to Alderson (2000:222) test- takers are given 
a s tatement which is related to a target text and have to point out whether 
this is t rue or false, or whether the text agrees or disagrees with the 
statement. 
Finally, another type of reading questions is ordering task question 
(OTQ) s tudents are given scrambled set of words, sentences, paragraphs or 
texts, and have to put them in their correct order ( See Alderson op. cit.). 
Whatever technique is followed to measure reading, the main focus is to 
check the learners ' comprehension of a certain prose text. It is to measure 
their ability in certain sub-skills such as 'inferring' or what is commonly 
known as 'reading between the lines'. The passages sampled for this study 
were selected from different texts to measure s tudents ' ability in inference, 
their reading for detail, and their ability for handling vocabulary. Different 
techniques were used in achieving these goals such as MCQs, in which 
some quest ions in all the three passages for both groups A and B were 
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designed. OEQs were also used especially for the measuring s tudents , 
reading for detail. Further, T /F and OTQs were used as techniques to elicit 
information about the learners ' reading comprehension in the present 
study. 
In sampling the passages for testing the learners ' reading ability in this 
study a careful selection was followed. The three texts of which these six 
passages (total number of the passages), however, were once upon time 
used for reading classes in the department of English, Aden University. 
These passages were carefully chosen to suit, a s far as possible, the level 
and the background knowledge of the examinees, i.e., to tackle topics 
which seem to be common to the learners and within the scope of their 
level of learning and background knowledge. 
3.4.3. Composition Tests: 
Recently, many scholars have argued in support of a close relationship 
between reading and writing: a s skills, as cognitive processes, a s ways of 
learning. Grabe (1991:394) argues that for sometime, LI researchers point 
out the high correlation between good writers and good readers and view 
reading and writing as mutually reinforcing interactive processes. Stotsky 
(1983) cited in Grabe (1991:394) notes that better writers are better 
readers, better writers read more, and better readers write more 
syntactically mature prose, and reading experiences improve writing more 
than grammar instruction or further writing exercises. 
The subjects of both group A and B were assigned two free composition 
tests, one for each. Group A subjects, for instance, were asked to write on 
the topic: "My work" whereas group B s tudents were asked to compose an 
article on; "The village/ town/ city in which I live in". The rationale behind 
the designing of such tests in composition is to check the s tuden ts ' ability 
of writing. If they are really good at reading they are expected to perform 
well in writing. The composition tests are to examine their language 
proficiency and problems,of language learning as well. 
3.4.4. Observations: 
Observation is the procedure in which one or more persons observe what 
is taking place in a number of real-life situations, and they categorize and 
record relevant activities according to some previously designed schedule 
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plans. In Best and Kahn's view (1993:222) as a data collection tool, direct 
observation may also make an important contribution to descriptive 
research. Certain types of information can best be attained all the way 
through direct assessment by the researcher. However, they further argue 
that when the observation concerns aspects of material objects or 
specimen, the process is relatively simple, and may consist of categorizing, 
assessing, or counting. But when the process engages the study of h u m a n 
subjects in action, it is much more multifaceted. 
In addition to that, kothri describes the observation technique as: 
The observation method is the most commonly used m.ethod 
specially in studies relating to behavioral sciences....Observation 
becomes a scientific tool and the method of data collection for the 
researcher, when it serves a formulated research purpose, is 
systematically planned and recorded and is subjected to checks and 
controls on validity and reliability. 
Kothri (1990:118) 
This method of collecting data is being criticized by some experts 
because it is expensive method; information provided by observation is 
limited, and sometimes unforeseen factors may intervene with the 
observational task. Nevertheless, if properly used, observation method 
according to koul (1997:175) has the following advantages: 
• It provides a direct procedure for studying various aspects of h u m a n 
behaviour, which may be the only effective way to gather data in 
particular situation. 
• It enables the observer to code and recede behaviour at the time of its 
occurrence. 
In addition to these two advantages. Best and Kahn (1993:229) classified 
a number of characteristics of good observation of which the following 
points have been cited: 
• Observation is carefully planned, systematic, and perceptive. 
Observers know what they are looking for and what is irrelevant in a 
situation. They are not distracted by the dramatic or spectacular. 
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• Observers are aware of the wholeness of what is observed. Although 
they are alert to significant details, they know that the whole is often 
greater than the sum of its parts . 
• Observers are objective. They recognize their likely biases, and they 
strive to eliminate their influence upon what they see and report. 
Attention was made in choosing such a tool for collecting da ta in the 
present study. The main advantage of observation according to Kothri 
(1990), for instance, is that subjective bias is eliminated, if observation is 
done accurately. Secondly, the information obtained under this method 
relates to what is currently happening; it is not complicated by either the 
past behaviour or future intentions or att i tudes. Thirdly, this method is 
independent of respondents ' willingness to respond and as such is 
relatively less demanding of active cooperation on the part of respondents 
as happens to be the case in the interview or the questionnaire method. 
In accordance with the above arguments and justifications for us ing 
'observation' a s a method of data collection, a schedule of observation was 
developed with special attention paid to ensure consistency in such a tool. 
The schedule was designed to account for all necessary and very much 
related aspects to the present study (See appendix 24). Several reading 
classes were attended by the researcher as a non-participant observer in 
both group A (first year class) and group B (second year class) with their 
full numbers a s usua l as any other natural classes. The recordings of the 
observations of those classes were done immediately after at tending each 
observed class to insure the inclusion of every detail a fresh. Later on, and 
as part of da ta analysis these observation schedule forms were analyzed 
and discussed. 
3.4.5. Questionnaire: 
Experts in both educational and behaviuoral research like Best & Kahn 
(1993), Koul (1997), Gupta (2001), Kothri (1990) among others, 
acknowledged the importance, practice, and popularity of quest ionnaires a s 
tools in collecting data in social and educational studies. In their 
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discussion of questionnaire as a tool in educational research Best and 
Kahn( 1993:229-230) recognize "the general category of inquiry forms 
includes data-gathering instructions through which respondents answer 
quest ions or respond to statements in writing". They further make a 
distinction between two tools that look a like with some slight differences. A 
questionnaire, according to them, is used when factual information is 
desired. When opinions rather than facts are preferred, an opinionnaire or 
at t i tude scale is utilized. 
However, when information can not be obtained through other tools like 
school reports or census then questionnaire is to be adopted. When 
designing a questionnaire, much care should be given to its significance 
which should be carefully and clearly stated. In defining questionnaire, 
Kothri (1990:124) asserts that a "questionnaire consists of a number of 
quest ions printed or typed in a definite order on a form or a set of forms. 
The questionnaire is mailed to respondents who are expected to read and 
unders tand the questions and write down reply in the space meant for the 
purpose in questionnaire itself. The respondents have to answer the 
questionnaires on their own." Additionally, Koul (1996:146) in his 
definition of questionnaire considers the matters such a device can be 
utilized for. It can be of the objective of gathering information on either of 
psychological, social, or educational topic(s) that can be sent or given to 
individuals or group of individuals, a s in the case of this study, with the 
aim of attaining data related to some problems under research. 
Nevertheless, questionnaire is a popular tool of gathering all kinds of 
da ta in research. The questionnaires can be classified into two types in 
terms of the nature of the questions constructed in a questionnaire. 
Questions tha t require only a short or check responses are called 'closed 
questionnaire' , whereas those needed to be answered in 'open' category of 
response are known as 'open questionnaires' . 
There are two types of questionnaires were designed to elicit information 
for this study. One was designed for the s tudents (SQ) and the other one 
was designed for the teachers (TQ). 
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3.5 . Procedure of Collecting the Data: 
In the present study, the data collection was done in a period of well over 
a month in the Department of English, College of Education, at Ataq, 
Shabwa; Aden University. Three cloze tests, three comprehension tests , one 
composition test for each group were administered, along with two 
questionnaires that were filled by both learners and faculty. Finally, some 
teaching classes of reading were attended by the researcher, as mentioned 
earlier in this chapter. However, each test took 60 minutes to be done, and 
these tes ts were carried out in a frequency of every other day and 
sometimes a gap of three to four days was left due to the full class schedule 
of the two levels in the department and the two-day weekend. 
Firstly, three comprehension tests were given to the subjects of both 
groups. Clearly stated instructions were the first thing to begin in each 
session of these tests so that s tudents can begin confident and na tura l and 
their responses well done. 
Secondly, three cloze tests were administered in the same manner , as 
far a s frequency is concerned. Those three cloze tests were designed and 
developed from the same texts tested for the three comprehension tes ts of 
each group. Regarding time, cloze tests sessions were approximately done 
over an 80 minutes period for each. 
Thirdly, composition tests were administered for the two groups ' 
subjects. In each test the s tudents were asked to write a free composition 
on an assigned topic, as mentioned previously in (3.5.3). Each session of 
these composition tes ts was done in an 80 minutes period. 
Fourthly, on completing these tests, a questionnaire was distributed 
among the whole s tudents of the department (TQ), who were present at the 
time of carrying out such a tool. About 120 copies of the s tudents ' 
questionnaire form were circulated by hand to the s tudents , and 
instructions were clearly explained in the classes. Unfortunately, only 103 
copies had been received back from the students , 15 of these forms did not 
satisfy the complete required information, i.e., some of these forms were 
either returned completely without response or partially answered. 
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However, neither of which was acceptable, so these 15 forms were totally 
exempted from the analysis. 
Furthermore, another questionnaire is the (TQ), which was designed and 
distributed among the teachers of the department to elicit information 
about their attitude towards teaching English and teaching reading in 
particular, teachers, qualifications teaching experience, time allocated for 
reading, their evaluation for their students performance, availability of 
teaching/ learning materials, intelligibility of the library and some other 
related matters. Six of the teachers, who are the whole number at the time 
of the data collection, took part in the questionnaire. Six forms were 
circulated among the teachers and all of them returned back on time. 
Finally, observations of several classes of teaching reading were 
conducted by the researcher. Those classes were attended to get more 
information about some issues related to teaching/learning process of 
reading that could not fully gained through tests and questionnaire. The 
researcher attended as a non-participant observer and observed the actual 
situations of teaching and learning reading in classroom. Needless to say, 
after each session of observation an observation schedule form (see 
appendix 24) is filed by the researcher to ensure that all information gained 
are recorded afresh. 
Having discussed the methodology of this research, let us have a 
detailed discussion on the data analysis of this study. 
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DATA ANALYSIS 
4.0. Introduction: 
So far in the previous chapter, a description of the methodology adopted 
in carrying out the present study and the theoretical assumptions behind 
the tools used have been delineated. In this chapter we are going to have a 
detailed analysis of the data. To begin with, a brief description for each tool 
used in collecting the present data would be stated. 
4.1. Comprehension Tests: 
Comprehension tests administered in this study fall into two categories; 
A) test one was to check students' reading for detail: B) test two was to 
check their inference and C) test three was to test their vocabulary. 
However, each group had its own texts of tests (i.e., group A's - first year 
students - test in inference was not as the same as group B's test). In other 
words, only the techniques used in designing the tests were the same for all 
the tests: comprehension, cloze, and composition. In regard to scoring, 
every correct answer in these tests was awarded the mark (1), whereas 
every wrong answer was given the mark (0). The analysis of all these tests 
along with the other types of tests was done in percentages, means, 
standard deviations and correlations. The data was presented as well in 
tables, figures and graphs to make it more obviously and sensibly 
explained. 
4.2. Cloze Tests: 
Cloze tests, however, were designed in three categories as follows: 
A- cloze test one = every 5'^ word omitted; 
B- cloze test two= every 6'^ word omitted, and 
C- cloze test three = every 7^ ^ word omitted. 
In each of the three tests (40) words were deleted according to the 
scheme above. Students, actually, were to retrieve the correct (exact) word 
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or the word that can be textually fit into the gap (acceptable). As in 
appendices (15-20) deleted words were serially numbered and identified in 
these char ts and they were, essentially, either content words (nouns, 
adjectives, verbs, or adverbs) or functional words (pronouns, prepositions, 
determiners, or conjunctions). In scoring these passages, two methods were 
followed; the Exact Word Method (EWM) and the Acceptable Word Method 
(AWM). 
Every correct answer, actually, was awarded the mark (1) while every 
acceptable answer was awarded the mark (2), whereas wrong answers were 
given the mark (3). These marks were assigned to such categories so that 
the analysis later on could be explicit and easier in terms of statistical 
figures (see appendices 15-20). Later on, the percentages of errors for each 
group in each passage were calculated. Both percentages of correct and 
acceptable words were taken into account in the computation of the 
correlations with the other variables (tests). 
4 .3 . Questionnaires: 
Two types of questionnaires were administered in addition to 
comprehension tests, cloze tests and composition tests. One of these 
questionnaires was designed to obtain information about the s tudents 
reading habits , reading awareness, reading performance and reading 
tactics. It is hoped that it would help in identifying the problems of reading 
EFL learners in the department are facing. Percentages were done to come 
to an adequate interpretation for the problems faced by the s tudents in 
reading an English prose text. Graphs were also utilized along with tables 
to present the outcomes of the data analysis. 
As far a s teaching is concerned, it is worth mentioning that teachers ' 
opinions in the learning process are decisive. Therefore, a questionnaire 
was designed and distributed among the teachers of the depar tment to 
elicit information about their opinions related to teaching English in the 
department and teaching reading in particular. These views helped in 
tracing, understanding, and diagnosing the reading problems of the EFL 
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learners in this particular situation. Percentages of the responses of the 
teachers were calculated. 
4.4 . Observations: 
Some observations were carried out by the researcher to inspect the 
actual classroom teaching of reading comprehension in the depar tment of 
English. The main concern in administering such observations was to 
investigate how reading was taught, to observe closely the s tudents ' actual 
behavior in such classes, how reading was assessed and to what extent 
s tudents were provided with reading materials. Nevertheless, the 
observations carried out in this study are hoped to illuminate further some 
responses of both learners and teachers in the questionnaires. 
4.5 . Composition: 
Free composition tests were designed and circulated among the two 
groups of the sample of the study. Hence, in each group s tuden ts were 
asked to write a free composition on a certain topic that looks suitable to 
both s tandard and background of the subjects. As mentioned earlier in 
(3.5.3), Group A s tudents were asked to write a free composition on the 
topic "the village/town/ city in which I live in"; whereas group B s tudents 
were asked to write a free composition on "my workf. The compositions 
were studied and analyzed a s will be seen later on in this chapter. 
However, the underlying principle behind such tests is to check how far 
reading proficiency of the learners was related to their performance in 
writing skill. In other words, is it t rue for those learners who were good at 
reading skills were also equally good at writing in this particular situation? 
Having discussed the tools of the data collected for this study, tables (4.1) 
and (4.2) provide a descriptive statistics of the two groups which we will 
keep referring to while discussing the data in detail in the upcoming 
divisions. 
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Table (4.1) 
Group A 
Descriptive Statistics 
Mean 
Standard 
Deviation 
Maximum 
Mark 
Maximum 
Obtained 
Mark 
Minimum 
Obtained 
Mark 
Comprehension Tests 
Detail 
Test 
9.52 
4.05 
20 
16 
4 
Inference 
Test 
11.17 
4.03 
20 
18 
2 
Vocabulary 
Test 
11.78 
3.48 
20 
19 
7 
Cloze Tests 
5'h 
Word 
Deleted 
Test 
27.93 
12.85 
100 
50 
7.5 
6.h 
Word 
Deleted 
Test 
40.97 
10.54 
100 
57 
22.5 
/ "-
Word 
Deleted 
Test 
43.47 
11.59 
100 
65.5 
27.5 
Composition 
Test 
Free 
Composition 
Test 
9.30 
4.53 
20 
17 
3 
Table (4.2) 
Group B 
Descriptive Statistics 
Mean 
Standard 
Demation 
Maximum 
Mark 
Maximum 
Obtained 
Mark 
Minimum 
Obtained 
Mark 
Co 
Detail 
Test 
6.34 
2.85 
20 
13 
2 
mprehensio 
Inference 
Test 
9.47 
3.76 
20 
17 
4 
n Tests 
Vocabulary 
Test 
10.34 
3.53 
20 
17 
4 
C 
5'h 
Word 
Deleted 
Test 
23.15 
9.89 
100 
52.5 
10 
'loze Test 
6th 
Word 
Deleted 
Test 
27.60 
15.02 
100 
60 
5 
s 
7th 
Word 
Deleted 
Test 
30.76 
11.14 
100 
57 
15 
Composition 
Test 
Free 
Composition 
Test 
7.73 
3.89 
20 
17 
3 
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4.6. Comprehension Tests and Cloze Tests Analysis: 
Reading comprehension tests, generally, try to determine the test -
taker's ability to get meaning from the printed material. So, as long as 
reading consists of several sub-skills, there are different techniques in 
measuring reading comprehension. The commonest of all is the multiple -
choice technique. Farhady et al (1995:247) identify seven abilities that 
multiple - choice items test; they however examine the ability to: 
1. guess the meaning of words from context; 
2. understand the syntactic structure of the passage; 
3. get explicit and implicit ideas; 
4. grasp the main idea of the passage; 
5. recognize the tone , mood, and purpose of the writer; 
6. identify literary techniques of the writer; and 
7. draw inferences about the content of the passage. 
Comprehension tests in the present study were set to examine the ability 
of the test-takers on how to guess the meaning of words and their 
formations in one passage; to comprehend the main ideas in another 
passage, and further, to check the subjects ability to infer meanings from a 
third one, as has been noted down in (4.2) above. 
Failing to understand the main idea of a text, students are not taught 
appropriately to give a special attention to the general meaning while 
reading. Vocabulary, furthermore, is an essential factor in reading 
comprehension. Vocabulary building and vocabulary mastery as well 
depend on the reading habit, text genre, and quantity of material. If an 
extensive reading is being practiced definitely students will acquire a wide 
range of varied vocabulary. Vocabulary is commonly believed to be the main 
issue of reading difficulties. 
Let us have a closer look at the students' performance in each, of the 
three passages. The passages were, however, to examine their reading for 
specific information (detail), their inference, and their vocabulary. 
98-
The performance of group A, in the passage that examined reading for 
detail, seemed to be better than that of group B, in the sense that scorings 
of the former were higher than those of the later in all respects. 
Statistically, group A attained 9.52 as M with SD= 4.05 and a maximum 
obtained mark, Max.OM=16 out of 20 and a minimum obtained mark, 
Min.OM= 4. While group B, on the other hand, obtained 6.34 as M and 2.8 
a s SD with a Max.OM 13 and Min.OM 2 (see tables 4.1 and 4.2 above). 
Likewise, the test that examined inference seemd to be similar to the 
detail test in the performance of the two groups. Group A, however, 
at tained 11.7 a s M with SD as 4.03 compared to group B's M=9.47 and an 
SD=3.76. The Max.OM for A was 18 out of 20 and Min.OM=2, whereas for B 
Max.Om=17 and Min.OM=4. 
Finally, if we are to compare the subjects ' performance of both groups in 
vocabulary tes ts we get the following figures: Group A M= 11.78 with an 
SD= 3.48, whereas group B M= 10.34 with an SD= 3.53, and the 
Max.OM=19 and 17 for A and B, respectively and Min.OM=7 and 4 for A 
and B, respectively, as well. 
If t ru th be told, the above analysis of the tests entails the conclusion that 
group A performed better than B in all the three passages. The difference, 
yet, was not too great between them, but still both groups did not seem to 
be satisfactorily performing well, which shows that there were problems 
related to their reading skills. 
We can come to a conclusion that performance of the subjects in the skill 
of extracting details from texts was lower than their performance in both 
inference and vocabulary. They were definitely unable to get the gist of the 
main ideas in the given passages. Inference as well seemed to be lower in 
the profile of the reading comprehension of the subjects. Similarly, their 
performance in vocabulary tests showed that vocabulary consti tutes a 
serious reading problem too. Mastery of lexis, in general, is an essential 
factor in learning a foreign language. Students with a wide and varied 
vocabulary are able to infer meaning from a text in a certain context. 
Expanding s tudents ' vocabulary, a s mentioned above, could be achieved 
through setting u p extensive reading programs and exposing the learners to 
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varied printed materials. Figures revealed above and in the following graph 
showed that these sub-skills of reading might not be given an adequate 
share in the teaching of reading to the EFL learners in this department. 
Figure (4.1) for instance, reveals that the Mean Error Percentages (MEPs) of 
A and B in reading for detail was above 60% and for both A and B a s well in 
inference and vocabulary tests was above 40%. These are, anyway, very 
high negative scores which show the s tudents ' ineffectiveness in these sub-
skills of reading comprehension. 
Figure (4.1) 
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Test Type 
Along with other skills, if vocabulary building and expanding, inferring 
practicing, and reading for detail have been practiced systematically in 
classroom s tudents reading performance would have been far better more 
than in the current situation. Importance of vocabulary, for instance, was 
stressed by many experts a s being the core of reading problems. Yorio 
(1971) in his study on the Spanish SL learners of English finds that 
vocabulary is the main problem for the learners, while grammar %and 
sentence structure constitute a less serious problem for them. 
Furthermore, Schoonen, Hulistijn and Bossers (1998) argue that FL 
vocabulary is an important predicator of FL reading comprehension. 
Barnett (1986), and Strother 8& Ulijn (1987) in Grabe (1991:392) point out 
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the importance of vocabulary as an essential indicator in reading ability in 
general. 
Now it is the turn to discuss the subjects' performance in cloze tests. 
Cloze tests are usually intended to measure the reader's comprehension 
ability by deleting certain words from a selected text. Every n'^ word is 
deleted and the test-taker has to retrieve the deleted words. The reader may 
provide either the exact word or an acceptable word that can make sense in 
the space. 
In the present study, a s has been pointed out so far, three passages were 
given to each group a s cloze tests. In the first passage, for both A and B, 
every 5*^ word was deleted, while in the second one every 6^word was 
deleted, and in the last one every 7'*^  word was deleted. A uniform of 40 
words are deleted in all the three texts for both groups. 
The performance of the subjects in those cloze tests was definitely very 
poor, which revealed the difficulty of the process and the inefficiency of the 
learners a s well. Cloze test depends critically on the learner's knowledge of 
the language and his repertoire of vocabulary. Students reading much and 
in various genres in English will find it much easier to fill the gaps in a 
certain cloze test. 
Now, we compare the performance of both groups A and B in the three 
passages. The following figures obtained in passage one (every 5'*^  word 
deleted) for group A: M= 27.93 and SD= 12.85 whereas group B scores 
were: M= 23.15 with an SD=9.89. In passage two (every 6^^ word deleted), 
group A scores were: M= 40.97 with an SD= 10.54 and group B, on the 
other hand , achieved M= 27.60 and an SD= 15.02. Finally, in passage three 
(every 7^^ word deleted), the following figures were obtained: M= 43.47 with 
SD= 11.59; and M=30.76 with SD= 11.14 for A and B, respectively. For 
more details on the Max.OMs and Min.OMs of both groups, see tables (4.1) 
and (4.2) above and figure (4.2) below. 
To make it more explicit, the MEPs of the subjects in each group for each 
passage were calculated. Group A MEPs sire 74.78; 59.45, and 55.54 in 
passages one, two and three, respectively. While group B MEPs= 76.73; 
68 .91 , and 66.19 in passages one, two and three, respectively. 
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Again a s in the comprehension tests , group A seemed to be ahead in the 
cloze tes ts performance. However, the performance in cloze tests for both 
groups generally fell into what so called traditionally the "frustrational level 
of reading"!. 
To achieve a full and a well unders tanding for the s tudents problem of 
reading, particularly in the reading comprehensibility of the cloze tests, 
percentages and means of both grouped content words and grouped 
functional words were calculated a s in the following tables: 
Table (4.3 a) 
Group A 
Grouped Content Words Mean Error % 
Test Type 
Every S"" Word Deleted 
Mean Error% 
Every 6'" Word Deleted 
Mean Error % 
Every /* Word Deleted 
Mean Error% 
Total Mean Error% 
Noun 
68.1 
58.2 
59.0 
61.7 
Cs 
Verb 
77.4 
54.0 
53.4 
61.6 
itegories 
Adjective 
76.0 
58.0 
56.5 
63.5 
Adverb 
64.3 
66.0 
59.8 
63.3 
' Cloze scores of 53% or above corresponds to "what has been traditionally called an independent level of 
reading and scores of 44% to 53% corresponds to instrumental level whereas scores below 44% fall into the 
frustrational level of reading (see Frahady et al 1995 p. 282) 
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Table (4.3 b) 
Group A 
Grouped Functional Words Mean Error% 
Test Type 
Every S"" Word Deleted 
Mean Error% 
Every 6'* Word Deleted 
Mean Error% 
Every /* Word Deleted 
Mean Error% 
Total Mean Error% 
Pronoun 
74.4 
34.7 
00.0 
54.3 
Categories 
Preposition Determiner 
77.4 
59.9 
44.6 
60.6 
85.2 
54.3 
60.0 
66.5 
Conjunction 
76.0 
60.8 
58.7 
65.1 
Table (4.4 a) 
Group B 
Grouped Content Words Mean Error% 
Test Type 
Every S"" Word Deleted 
Mean Error% 
Every 6'* Word Deleted 
Mean Error% 
Every /* Word Deleted 
Mean Error% 
Total Mean Error% 
Noun 
74.3 
71.0 
70.8 
72.0 
C 
Verb 
77.6 
72.5 
65.2 
71.7 
'ategories 
Adjective 
75.8 
75.1 
69.5 
73.4 
Adverb 
76.1 
65.2 
67.4 
70.5 
Table (4.4 b) 
Group B 
Grouped Functional Words Mean Error % 
Test Type 
Every SI *" Word Deleted 
Mean Error% 
Every 6"" Word Deleted 
Mean Error% 
Every /* Word Deleted 
Mean Error% 
Total Mean Error% 
Pronoun 
78.3 
69.5 
78.2 
75.3 
Cat( 
Preposition 
79.7 
73.0 
72.8 
75.1 
jgories 
Determiner 
76.1 
73.9 
58.0 
69.3 
Conjunction 
70.6 
75.3 
74.7 
73.5 
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Apart from the figures obtained in the above tables, which show clearly 
the lower performance of both groups in content and functional words, the 
total means for the errors in these categories in all the three passages for 
all students of the two groups were calculated: 
Content words Functional words 
Mean Error % 67.11 65.25 
This shows a little bit difference in dealing with the functional words by 
the subjects. Though the difference is not huge, but it still demonstrates 
that students commit mistakes in replacing the appropriate nouns, verbs, 
and adjectives. These categories are however, meaning-carriers in any given 
text. If we are to examine the percentage mean scores of the subjects for 
these categories separately we also find that A was also, to some extent, 
better. See tables 4.3 a 4.3 b; 4.4 a and 4.4 b above. 
Students are generally much more concerned about the words of these 
classes and they give less attention to the overall meaning of sentences 
when filling the gaps. Yorio (1971:113) says "right or wrong, it is the fact 
that the learner of a foreign language 'holds on' to words. In reading, the 
cues he looks for are words, and it is obvious that he wants to be sure that 
he understands them". He also argues that students spend too much time 
in handling word classes in texts rather than the whole sentences. This, in 
turn, slows down their reading and hinders their capacity of grasping ideas. 
Finally, cloze tests give a chance to measure the students' reading ability 
and proficiency; whereas reading comprehension tests depend upon the 
mastery of the reading skills, which were both in dearth in the case of the 
students of this department. Anyway, both practicing reading extensively 
and teaching reading adequately effectively collaborate together in 
developing the reading skills. In doing so, learners will have a chance to 
activate their schemata and the back ground knowledge of the world as 
well. Failing to adapt to these practices, students definitely are confronted 
with reading problems. 
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4.7. Composition Tests Analysis: 
It h a s been pointed out, so far, that the subjects were asked to write free 
composition on certain topics to check their performance of writing and 
how it was related to their skills of reading. The importance of the relation 
between reading and writing have recently been stressed by many scholars 
such as Grabe (1991) and Stotsky (1983), for instance, as mentioned earlier 
in (3.5.3). 
The analysis of the composition tests revealed that group A was also 
better than group B. A attained the following scores: M= 9.30 and SD= 4.53 
whereas B gained 7.73 as the M with an SD= 3.89. For Max.OM and 
Min.OM check tables (4.1864.2) above. Graph (4.3) below provides a 
comparison of the two groups Mean Error Percentages: 
Figure (4.3) 
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Further analysis of the subjects' compositions disclosed tha t their 
performance in composing sentences and choosing words was not far from 
their reading performance; it ran into numerable errors. S tudents ' 
s tructuring of sentences either lacked agreement or it was a reflection of 
mother tongue constructed sentences. A lot of expressions and conceptions 
were translated or conceptually overgeneralized due to the preoccupation 
with the mother tongue structured sentences. This, however, elucidated the 
way of teaching written English to the EFL learners in this college, which, 
definitely, lacked the experience of practice. Had had the s tudents explicitly 
been shown how an English sentence is assembled and had had they been 
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exposed to a variety of practical activities on pat terns of English sentences, 
phrases, expressions, and utterances, they would have not run into such 
enormous mistakes. Students were to be taught how an English sentence 
differs from an Arabic one in word order and concord, for instance. 
Students ' written works in the tests suffered from illformedness of 
ut terances, which were contextually or situationally inappropriate. They 
mostly either omitted some grammatical components or misused some 
expressions. Mother tongue interference was clearly observed in such tests 
in different levels: phonologically, morphologically, syntactically, and 
semantically. These problems will be looked at in a little bit detail. 
• Mother Tongue Interference: 
Syntactically, there were a lot of sentences that have been constructed 
with some Arabic conception or translation of expression and 
overgeneralization. Phonologically, there were many examples which 
reflected either the non-existence of certain phonemes in the mother tongue 
(Arabic), a s / p / and / v / , or the problem of writing English words the way 
they pronounce them. Here are some examples: 
1.* bray (pray) 
2.* afreeday (everyday) 
3.* becoase (because) 
4.* soparmarket (supermarket) 
5.* stady (study) 
Students , obviously, were writing the English words the same way they 
were used to utter them, this, however; made it so clear that they lacked 
the required appropriate practice of English pronunciation. They hardily 
came to know that orthography of English is not adequately representing 
the speech in a one to one relationship; rather it is a tricky and confusing 
system for a language learner. 
Other example of MT interference was the use of determiner ' the ' the 
same way a s they used to in Arabic, e.g. 
6-* I begin in the hour 8 (at 8 o'clock in the) morning and end in the one (at 
one in the) afternoon. 
7-* I work until the 12 o'clock. 
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These two sentences look like a literal translation of Arabic ones and 
have nothing to do with English as far as both articles and prepositions are 
concerned. 
Subjects committed mistakes of overgeneralizing some grammatical 
concepts like 'plurality'. English adjectives can not accept being pluralized, 
but, contrarily, Arabic adjectives can, e.g. 
8-* longers (longer) holidays. 
Prepositions misuse was a common phenomenon in these tests. 
Students generate sentences like, for instance: 
9-* I meet many of people from different of governorates. 
11-* I begin in the hour 8 (at 8 o'clock in the) morning and end in the one 
(at one in the) afternoon. 
These two sentences also show how the subjects dealt with constructing 
English sentences. They, however, transferred equivalent sentences they 
felt that they can fit from the mother tongue into English. 
As for word order we can have examples of the subjects' sentences as: 
12-* Holiday the summer is about three months. 
13-* I begin my lecture at eight past quarter. 
Mother tongue expressions were clearly transferred in composing an 
English piece of writing by the Arab subjects in this study. They were not 
fully aware of the word order of English which totally differs from Arabic. 
• Concord: 
Concord (also termed agreement) can be defined as the relationship 
between two grammatical units such that one of them displays a particular 
feature (e.g. plurality) that accords with a display (or semantically implicit) 
feature in the other. The most important type of concord in English, 
according to Quirk et al (1985:755) is the concord between of 3'^ '* person 
number between subject and verb. 
The composition tests showed that students also lacked an ample 
acquaintance with the concept of concord in English sentences formation; 
they consequently produced sentences like; 
14-* She do (does) not go. 
15-* Our timetable begin (begins) at eight o'clock in the morning. 
-107-
16-* They lives (live) in a small town. 
These sentences showed how far students are confused about the subject 
verb agreement, for instance. Where S^ d person singular marker "-s" was 
needed, it was omitted and where it was not necessarily needed it was 
unfortunately supplied. 
• Redundancy: 
There are a lot of redundant elements presented in the subjects' 
sentences, e.g.: 
17-* This work is consists of... 
18-* I am going to talk about myself and the work I do it during my 
daytime. 
19-* I am live in a village. 
• Omission of Some Essential Grammatical Components: 
Here are some examples picked up in the data collected from the 
subjects' compositions, in which some essential elements in some 
sentences were omitted; 
20-* I study in college of Education, Shabwa Governorate. (Determiner) 
21-* I now student in the college of education. (Verb) 
22-* when I walking in the village. (Auxiliary) 
23-* read in English one hour a day. (Subject) 
• Wrong Expressions or Substitutions: 
24-* In the start of this passage, 1 am going to talk about my job. 
25-* I am will going to study computer. 
Subjects, at this juncture, were using wrong expressions or they 
substitute a certain expression with another inappropriately. Some 
expressions may mean the same thing but they are used differently 
according to the context they play a part in. 'Start' does not used 
interchangeably with *beginning' as misused in (24) above; likewise, Svill' 
and "be+Vb+ing' in (25) are almost playing the same role in futurity in 
English, with some slight difference, which is confused here in this 
example. 
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• Spelling: 
Spelling mistakes, however, as S.Pit Corder (1974:183) notes are "far 
more numerous from and far less easy to classify. There are two ways we 
can set about it: classifying the learners' spelling according to (a) how well 
it corresponds to the pronunciation (b) how well it corresponds to the 
conventions of English spelling." There are several examples recognized in 
the subjects ' written tests, and a selection of these has been made: 
26-* equarter (quarter) 31-* tetcher (teacher) 
27-* sentral (central) 32-* prather (brother) 
28-* stady (study) 33-* hous (house) 
29-* colege (college) 34-* o'callak (o'clock) 
30-* Fiyday/ Freday (Friday) 
Finally, it is well established that subjects faced problems in writing not 
less than what they face in reading. The study of the errors in the subjects ' 
compositions enabled the researcher to have a clear vision about these 
problems and their relation to reading performance. 
By and large, error analysis of the learners has a practical function as 
S.Pit Corder (1981:45) asser ts that its function is guiding the remedial 
action we mus t take to correct an unsatisfactory state of affaires for learner 
or teacher. 
4.8 . Correlational Analysis: 
Correlation means the relationship between pairs of tow or more 
variables or two or more sets of data (Hatch and Farhady, 1981:192). The 
degree of relationship is measured and represented by the coefficient of 
correlation (Best and Kahn 1993:297). It is also used to tell u s about the 
relationship between any two or more variables whether this relationship is 
positive or negative one (Abunniel 1987:147). However, there are some 
underlying assumpt ions have to be met for the correlation analysis: (1) the 
two variables are continuous, (2) scores on X and Y are independent of each 
other and (3) the relationship between X and Y is linear (Hatch and Farhady 
1981:203-4) 
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Karel Pearson's coefficient of correlation, which is according to (Hatch 
and Farhady 1981:203), is the most commonly used type of correlation and 
Gupta (2001:19) further argues that it is ideal from statistical point of view 
because it is based on airithmetic mean and s tandard deviation; it also gives 
idea about the direction a s well as degree of correlation. Pearson's 
coefficient of correlation was calculated to measure the degree of the 
relationship between the seven tests administered for the two groups of this 
study. (See tables 4.5 and 4.6). 
Table (4.5) 
Correlation Matrix 
Group A 
VI 
V2 
V3 
V4 
V5 
V6 
V7 
VI 
1 
V2 
74** 
1 
V3 
72** 
75** 
1 
V4 
81** 
70** 
76** 
1 
V5 
46* 
55** 
41* 
48* 
1 
V6 
yc** 
65** 
70** 
69** 
39 
1 
V7 
85** 
78** 
79** 
74** 
31 
71** 
1 
**P<0.01 and * p<0.05 
* • p<0.01 
Table (4.6) 
Correlation Matrix 
Group B 
VI 
V2 
V3 
V4 
V5 
V6 
V7 
VI 
1 
V2 
70** 
1 
V3 
72** 
76** 
1 
V4 
47** 
81** 
88** 
1 
V5 
59** 
63** 
58** 
70** 
1 
V6 
65** 
65** 
72** 
75** 
78** 
1 
V7 
79** 
87** 
89** 
88** 
68** 
77** 
1 
In the coming paragraphs a detailed account of the correlation coefficient 
for the whole variables will be given. 
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I. Variable 1 (Comprehension Test for Detail): 
This variable put on display a positive correlation with almost all the 
other variables in the study. Correlations between VI and V2 
(comprehension test for inference) were: r = .74 p < 0.1 and r = .70 p < 0.1 
for group A and B, respectively, which were positive high degrees of 
correlations. A high degree of positive significant and high correlation was 
also found between VI and V3 (comprehension test for vocabulary) r = .72 
p < 0.1 and r = .72 p < 0.1 for A and B, respectively. A high positive and 
significant correlation was also found between VI and V4 (free composition 
test) r = .81 p < 0.1 for group A and r =.74 p < 0.1 for group B. Both group 
A and B had some thing in common in correlation between detail tests , VI 
and the other variables (comprehension tests and composition test) higher 
scoring in these tests was found identical with higher scoring in the other 
tes ts a s well. 
Again positive correlations were found between VI and variables 5, 6, 
and 7 (cloze tests) for both groups. As for group A, r =.46 p < 0.5; r =.75 p < 
0 .1 , and r =.85 p < 0.5 between VI and V5 (cloze test 1), V6 (cloze test II) 
and V7 (cloze test III), respectively. Group B, as well, scored the following 
correlations r =.59 p < 0.1; r =.65 p < 0 .1 , and r =.79 p < 0.1 between VI 
and V5 (cloze test I), V6 (cloze test II) and V7 (cloze test III, respectively. It 
could be, anyway, inferred from the above correlations that group A 
performed a little bit better than B did, as shown in the relationship 
between reading for detail and the cloze tests. The less frequent the omitted 
words were, the fewer scores the subjects obtained. 
n. Variable 2 (Comprehension Test for Inference): 
V2 manifested high significant correlation with the other variables. There 
was a significant high positive correlation between V2 and V3 
(comprehension tests for vocabulary) r=.75 p< 0.1 for group A and r=.76 p< 
0.1 for group B, which means that skill of inference of the subjects with 
their vocabulary acquisition. V2 also showed a higher correlation with V4 
(free composition test) r=.70 p< 0 .1 , and r=.81 p< 0.1 for both A and B, 
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respectively. This showed a good relationship between skill of inference in 
reading and free composition writing of the subjects. That is, inference 
contributes to the subjects' creativity in writing in general. Group A seemed 
not to be as good as group B, as shown in the correlation figures. 
Generally, the lower the scores in inference are the worse the composition 
will be. 
The correlation between this variable and the cloze tes ts variables 
seemed also to be higher for the two groups. Correlation between V2 and 
V5 (cloze test I) revealed that r=.55 p< 0.1 and r=.63 p< 0.1 for A and B, 
respectively, which were high and significant correlations. High and 
significant correlation was also found between V2 and V6 (cloze test II) 
r=.75 p< 0.1 and r=.65 p< 0.1 for A and B, respectively. These scores of 
relationship were also high although there was a slight difference between 
group A and B. Group B s tudents ' inference skills seemed to be less 
employed in relation to their cloze tests of every 6^^ word deleted t h a n group 
A. 
V2 also correlated highly with V7 (Cloze test II) for both group A and B 
r=.78 p<, 0.1 for group A and r=.87 p^ O.lfor group B. A also here was less 
in correlation between V2 and V7 than B, but compared to the other two 
tests (cloze I and cloze II) the correlation is less. 
m. Variable 3 (Comprehension Test for Voccdtulary): 
Variable 3 correlated highly and positively with V4 (composition test) for 
both groups r=.76 p^ 0.1 and r=.88 p^ 0.1 for A and B, respectively. 
Composition, no doubt, depends upon the learners ' own knowledge of 
vocabulary and how to use it practically. This relation showed how 
significant was the subjects' vocabulary to their performance in 
composition, which was for B, looked higher than for A. V3 also correlated 
a little bit lower with the V5 (cloze test I) r=.41 p< 0.5 for group A and 
r=.58 p< 0.1 for B, which looked less than the other correlations with cloze 
II and cloze III. V3 correlated highly significantly with V6 (cloze II) r=.70 p< 
0.1 and r=.72 p< 0.1 for A and B, respectively, while it correlated a little bit 
higher than this with V7 (cloze test III); r=.79 p< 0.1 for A and r=.89 p< 0 .1 . 
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It can be concluded that the more the frequency of the deleted words is, the 
more difficult the tests will be for the subjects to fill the gaps correctly or 
acceptably. This is also shown in the correlation between cloze tests and 
vocabulary test as well. 
IV. Variable 4(Cotnposition Test): 
A significant but relatively lower correlation was found between V4 and 
V5 (cloze test I), which was for group A; r=.48 p2 0.5, but significant and 
high correlation was found between the same variables for group B; r=.70 
p<0.1 . 
V4 also correlated a little bit highly positively with V6 (cloze test II) for A; 
r=.69 p< 0.1 aind correlated highly positively with the same variable for 
group B; r=.75 p< 0.1. Again it was found that a high positive correlation 
between V4 and V7 (cloze test III), but this time for both A and B; r=.74 p< 
0.1 and r=.88 p< 0.1 for A and B, respectively. 
V. Variable S (Cloze Test I): 
A lower and insignificant correlation was identified between V5 and V6 
(cloze test II) for group A, while high and positively significant correlation 
was also detected between the same variables for group B; r=.39 and r=.78 
p< 0.1 for A and B, respectively. Even a more lower and insignificant 
correlation was found between V5 and V7 (cloze test III) for group A; r=.31, 
whereas a high and significant correlation between the same variables was 
found for group B r=.68 p< 0.1 
VI. Variable 6 (Cloze Test II): 
A high positive correlation was found between V6 and V7 (cloze test II); 
r=.71 p< 0.1 and r=.77 p< 0.1 for both group A and B, respectively. The 
conclusion that can be drawn, in short, for V5, V6 and V7 is that the 
correlation was higher with those tests of less frequency of deleted words as 
shown in the correlation figures. Every 5'*^  word deleted test correlated a 
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little bit lower with those of every 6^^ word and every 7^^ word deleted tests, 
while the last two tests correlated better. 
4.9 . Students' Reading Profile: 
Reading habit is, for sure, a major contributor to one's academic record. 
Reading habit may be related to textbooks and extra- curricular books, and 
for how long this habit is practiced daily. The questionnaire responses 
revealed a very sight inclination towards the habi ts of reading for the 
s tudents of English in the department. Table (4.7) gives a clear idea about 
how far s tudents were really not interested in reading and not really being 
motivated to read. It was, undoubtedly, the role of the teachers to enhance 
some sort of encouragement in the part of the learners since early stages of 
foreign language learning. 
Table (4.7) 
Students' Preference of Reading 
No YeT^ 
74.5% 25.5 % 
74.5% of the s tudents in the department did not prefer 'reading', which 
was, unfortunately, a high percentage against a minor number of s tudents 
who preferred reading. This phenomenon was in parallel with the actual 
scoring of the subjects of the sample in the administered tests . Unless 
being motivated to read, even in his mother tongue, a foreign language 
learner could not possibly gain a considerable profile in both reading and 
language proficiency. Certain important motivations considered by Robeck 
(1974) in Sharma (1989:31): 
I-Imitation of adult model, 
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II-Entertainment, 
III- Need for novelty, 
IV- Need to know, 
V- Feeling of power. 
Regarding the language preference of reading, s tudents responded to 
Arabic, the mother tongue, more than English, while preferring to read in 
both option gained less preference. See figure (4.4) below. 
Figure (4.4) 
Students' Language Preference of 
Reading 
40 
19 
• 
Arabic English 
Language 
Both 
This reveals that there was no much inclination towards reading English 
by the learners.41.0% of the whole number of the s tudents in the 
department preferred Arabic only as there language of reading, while 40.0% 
of them preferred English as their preference of reading. It is really a 
strange phenomenon for s tudents of English who were majoring this 
language and did not prefer it as their language of reading. 
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What's more, s tudents seemed not to spend much time daily in reading 
as they responded to a question related to their time of reading. Figure (4.5) 
gives a comparison of the actual percentages to illustrate the learners ' time 
spend daily in reading. 
Figure (4.5) 
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This bring to light that very few students read for 'more than two hours ' 
daily while the majority fell into the period of 'less than two hours ' and ' 
two hours ' as well. Time in reading by no means is so momentous. If a 
learner does not specifically allocate time for reading would not increase the 
capacity for reading, which could be an impediment for him in developing 
his skills. It will surely create a problem to handle a reasonable quanti ty of 
reading a printed material in his academic career. It was also seen that 
s tudents encountered problems in reading English texts in the tests 
administered for this study, probably, because of the limited time of 
practicing reading. "Practice makes perfect" is a well description for those 
who are eager to uphold their own s tandards of reading and foreign 
language proficiency in general by giving enough time to practice. 
Additionally, the s tudents ' responses to the question related to frequency 
of practicing the four language skills displayed that reading gained the 
highest figures compared to the other skills. 52.0% responded that they 
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'always' practice reading, while 26.5% ticked 'some times'; whereas 21.4% 
had gone for 'never' practice reading. What seems to be prominent here was 
the practiced of speaking. It was the least of all skills in the practice of the 
learners with 53.0% of them responding to 'never practice' speaking. For 
more details and comparison of the four skills, see figure (4.6) below. 
Figure (4.6) 
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4.10. students' Strategies in Reading English Text: 
Wenden (1984) cited by Alderson (2000:308) refers to strategies as 
"techniques, tactics, potentially conscious plans, consciously employed 
options, learning skills, basic skills, functional skills, cognitive abilities, 
language processing strategies, problem solving procedures. These multiple 
designations point out to the elusive nature of the term." We will look at the 
learners' strategies in reading texts in this study in two angles. First, 
dealing with vocabulary will be traced and second, text meaning and speed 
strategies will be discussed. To begin with, let us have a look at the 
Students' strategies in vocabulary. 
4.10.1. Students' Strategies in Dealing with Vocabulary: 
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In the present study, some of the questions presented in the 
questionnaire focused on how s tudents dealt with English texts in terms of 
new words pronunciation, new words meaning and the general meaning of 
the text. 
Meanings of words constitute a burden on the learners ' minds in 
handling an English text. However, vocabulary difficulty is shown as 
constituting a serious effect on the unders tanding of FL learners a s well as 
for NL learners. Meanings of new idiomatic expressions constitute 
difficulties for EFL learners in particular. In responding to a question 
regarding dealing with meanings of new expressions and words, s tudents 
displayed a great tendency to looking u p words in dictionaries ra ther than 
guessing their meanings from the context, which was in percentages as 
50.0%; next to that was the strategy of asking a teacher or a classmate for 
the meaning at 32.7%. 
Figure (4.7) 
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Further, the s tudents responded to a question with reference to their 
t reatment of the pronunciation of words whether they form a reading 
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problem for them or not. They, in fact, faced with problems in dealing with 
new words while reading. Table (4.8) illustrates the percentages. 
Table (4.8) 
Students' Judgment of 
New Words Pronunciation 
Creates a problem Does not create a problem 
77.6 % 22.4% 
Only 22.4% did not have problems in handling new words' pronunciation 
when reading an English text. Definitely, new words for students of English 
as a foreign or second language are challenging. Due to the complexity of 
the relationship between orthography and speech in English, many EFL 
learners are stuck on words' pronunciation and they may some times spell 
out words the way they are written. Though it is not our concern to go into 
details of pronunciation problems in reading, it is worth mentioning that 
even while reading for comprehension, i.e., reading silently; learners sub-
vocalize the words they are reading. On doing so, the learners definitely will 
encounter such problems. 
4.10.2. Text Meaning and Speed Strategies: 
The main rationale behind reading is, indubitably, meaning; with out 
which, reading is just a time-wasting activity. Speed, too, is an imperative 
aspect in reading. Spending much time than normal in reading a text 
absolutely makes comprehension less and reading process in general futile. 
Students responded to questions about their strategies in speed and 
meaning. Table (4.9) illustrates their strategies in dealing with meaning in a 
given text. 
Table (4.9) 
Students' Strategies in Handling Text Meaning 
Every word Over all meaning Some words as 
of the text hints for meaning 
59.2% 26.5% 14.3% 
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Students seemed to adhere to the bottom-up processing while reading. 
Meaning for them, was associated to the lexical items in a text ra ther than 
the selective processing of some clues to derive meaning. However, 59.2% of 
them concentrate on words, whereas the over all meaning of a text was not 
given an adequate share in the s tudents ' strategy when treating meaning. 
This phenomenon is naturally common for EFL learners believing tha t the 
lexical i tems are the main cause of their difficulties in reading; it is then 
given all priority. Speed and meaning are relatively associated in reading. It 
is commonly misbelieved that the slower the reader is the better the 
comprehension will be. 
Table (4.10) 
Students' Strategies 
in Speed and Comprehension 
Speed without 
attention to the 
meaning of words 
Speed with attention to 
the meaning of words 
Paying attention to the 
meaning of words more 
than speed 
12.2% 64.3 % 
It is also clear that s tudents were stuck over words meaning in the 
processing, and this gave clear evidence that speeding up reading was not 
given any support by the teachers a s observed by the researcher in the 
classes of reading in the department. This is, most probably, t rue for all the 
other stages of learning prior to the college level. If s tudents were 
acquainted with an interactive approach to reading they would not have 
responded in such a way, in this and the previous strategy as well. It is, no 
doubt, an essential aspect that of vocabulary knowledge for EFL learners, 
bu t it should not be set as an ultimate goal for reading. Research, however, 
clarifies that speed is an assis tant factor to comprehension. Learners who 
are faster can comprehend better than those reading slowly. 
120-
In answering a question regarding the issues which make reading difficult 
for them, they responded in favor of the two aspects: new words and their 
formation, and long texts almost equally with the problem of long sentences 
in a prose text a s the most leading problematic aspect for them. 
Table (4.11) 
Students Rating 
of Some Problematic Issues in Reading 
New words and their 
formations 
30.6 % 
Long sentences 
39.8 % 
Long texts 
29.6 % 
Syntax, anyhow, came at the top of problems for the s tudents in reading 
English. Longer texts, then again, might have made them confused and 
uncertain about the anaphoric expressions and cues along with longer 
sentences. New words, certainly, were given the lion share in their reading 
process a s seen previously; see table (4.11) above. The problem might be so 
intricate if all these issues collaborated together in a reading learning 
situation. These might be confronted in actual learning si tuations at once 
by a reader in a certain text. 
4 . 1 1 . Students ' Reading Text Preference: 
In their questionnaire, s tudents were asked to respond in "YES' or 'NO' 
to a list of text types. Their responses, in fact, revealed that religious texts, 
newspapers, and magazines came at the top of their preference. 86.7% of 
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the students of the department preferred reading religious books while only 
13.3% who did not, whereas newspapers, the next favorite reading material, 
was preferred by 84.7% of the students against 15.3% who did not. The 
least preferable, types of reading materials were adventures, travel, and 
science and technology. Adventures, however, was supported by 13.7 and 
86.3 did not, while texts of travel literature were preferred only by 23.7% 
against 76.3% and science and technology texts as well were read only by 
35.7% against 64.3% . See figure (4.8) to check the rest of the text types. 
Figure (4.8) 
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Anyway, we can conclude that students' profile of reading was poor in 
general. The responses to the questionnaire regarding the text type made it 
clear that students were not really interested in varying their own reading 
materials. More to the point, they concentrated on certain materials either 
due to their availability and easy access like religious books and 
newspapers, or due to their commonness to the learners. Even literary texts 
122-
like novels and plays were not of that much in their preference. Literature, 
however, can not be separated from language in learning a foreign 
language. To unders tand the language of a certain nation it is important to 
be acquainted to its literature. In this study only the short story which 
gained a good support in s tudents ' preference with a 74.5 % compared to 
plays and novels with 27.6% and 50.0%, respectively. 
Having analyzed the s tudents ' reading profile we turn to the teachers ' 
responses on their questionnaire in detail. 
4 .12 . Teachers' Qualification, Service and Experience: 
It is, unquestionably, true that a qualified teacher for English language, 
in general, and for reading, in particular, is fundamental. Anyway, teachers 
in a foreign language situation are really teaching in an acquisition-poor 
environment and the language of both the teacher and the learner is book-
based. Adequate and good qualification for the teacher in this case is a 
mus t . Non-native language teachers if being qualified well will be even a s 
equal as native language teachers in a foreign language situation. 
The questionnaire distributed among the teachers of English in the 
College of Education, Shabwa, revealed tha t most of the teachers were 
B.Ed, holders, while a good number of them were granted scholarships for 
pursuing courses in PhD and MA. There is, however, no M.Ed holders at all 
in the department. 
Table (4.12) 
English Language Teachers' Qualifications 
No. Qualification Number of teachers 
1 
4 
1 
0 
6* 
Total 12 
*One is on a study leave for M.A. Course, and five are on a study leave for PhD course. 
Teachers ' service, as well, is another essential factor in teaching English 
to EFL learners. Those with long periods of experience in teaching should 
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1-
2-
3-
4-
5-
B.A. 
Bed. 
M.A. 
Med. 
M.A. & Ph.D. 
perform more effectively than newly graduated employed ones. In fact, it 
was revealed that the majority of the teachers had been teaching English 
for five years and more. There was no teacher who taught ju s t for one or 
two years in the department as shown in table (4.13) below. 
Table (4.13) 
Teachers' Teaching Service 
More than five years Two - four years 
83.3% 16.7 5% 
One year 
00 .0 % 
According to the above given qualifications of the teachers we can 
infer tha t the teachers posted in this department were mostly well-qualified. 
We will see in the subsequent sections of this questionnaire 's analysis 
whether this is really interpreted into efficient teaching of English and 
reading, in particular or not. 
4 .13 . Teachers' Work Load and Time Allocated for Reading: 
It is apparently obvious that the teachers ' teaching load per week was 
moderate. No teacher was taking less than five hours a week, while 33 .3% 
of the teachers were teaching for more than 9 hours a week, which is really 
not high percentage. 66.7% of the teachers had a share between 5 - 9 
hours a week. 
Table (4.14) 
Teachers' Work Load per Week 
Less than five hours Five - nine hours More than nine hours 
0.0 % 66.7 % 33.3 % 
There is, subsequently, no room for arguing of heavy load for the 
teachers in the department; rather the teachers were almost having enough 
time for further in and outdoors activities a s well. If had been employed 
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well, the leisure time would have helped greatly in setting u p some 
beneficial learning programs such as 'E R P'. 
Table (4.15) 
Number of Teachers in Each Skill 
Listening Speaking Reading Writing 
Reading as a subject in the syllabus, came first in number of teachers 
posited for teaching it, while writing was the next. Three teachers were 
taking reading in both first and second year. The majority of the teachers in 
responding to the preference of teaching a skill, nonetheless, indicated in 
favor of reading a s a paper to be taught more than the other skills. 
Table (4.16) 
Teachers' Preference 
of Teaching Skills in the Dept. 
Reading Speaking Listening Writing 
50.0% 16.7% 16.7% 16.7% 
Further, teachers were asked about their opinion whether time 
allocated for teaching reading is sufficient or not. In fact, the majority of 
them responded that time for reading in the timetable of the depar tment is 
'enough'. 
Table (4.17) 
Teachers' Assessment of 
Time Allocated for Reading Classes 
Enough Not enough 
83.3% 16.7% 
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Additionally, some teachers commented on the point above a s saying: 
• There is a gap between the present syllabus and the s tudents ' level, 
so we need time for practice. The time for reading is not enough. 
• Because of time limitation, we advice the s tudents for some 
additional homework as a complementary activity in reading. We 
need more time for reading classes. 
4 .14 . Objectives of English Language Syllabus and Areas of Emphasis: 
In responding to a question regarding the syllabus objectives of the 
depar tment of English language, Aden University, 66.0% of the teachers 
indicated tha t the objectives of the syllabus are clear. 
Table (4.18) 
Teachers' Opinions on 
the Clarity of the Syllabus Objectives 
Clear Not clear Uncertain 
66.0 % 16.7% 16.7% 
Some of the teachers commented further on the objectives clarity as 
follows: 
• The objectives of the syllabus are far from the real social values of 
our life. 
• The syllabus, unfortunately, concentrates not only on teaching 
English subjects in English language as a medium of teaching, but 
there are several subjects in Arabic which will make it difficult for the 
s tudents to have enough time to practice English. 
It is worth mentioning that the second comment is on the second year 
s tudents who have been taught, since their joining, according to the old 
syllabus. That syllabus gave a wider scope for several Arabic language 
subjects like Arabic Morphology, Rhetoric, Arabic Poetry, etc.(see table 1.2 
86 1.3 and appendix 25 to compare the old and new plans of the two 
syllabuses). According to the old syllabus, the course was called 
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English/Arabic Diploma, i.e., Arabic is a subsidiary subject^. That course, 
however, was set to prepare English/Arabic teachers for the primary level of 
education (basic education). 
Asked for their opinion about any sort of emphasis in the present 
syllabus, 66.7% of the teachers indicated that it emphasizes on learning 
English for every day life (see table 4.19) below. This view, at least in the 
teachers ' minds, goes in parallel with the urgent need for English language 
in Yemen. Students joining the depar tments of English in the universities 
are, really, very much fond of learning English for the actual usage in 
conversations and understanding English in action in real si tuations. 
Table (4.19) 
Teachers' Views on the Elements 
Focused by the Syllabus 
The study of 
literature 
00.0 % 
Learning English for 
everyday life 
66.7 % 
Developing students' ability 
to pass exams 
33.3 % 
4 .15 . Important Aspects of ELT: 
It is unquestionable matter the essential issue of the four basic language 
skills in any EFL teaching program. Speaking, listening, reading, and 
writing are very much necessarily needed for the learner at every level in 
learning. Anyway, according to the assessment of the teachers, the syllabus 
prescribed for the Dept. of English, Aden University took into account the 
essence of such reality. In the questionnaire, teachers ' assessment and 
rating of the skills in their teaching was investigated. We can observe in 
table (4.20) below, that most of the teachers, 83.7%, considered speaking 
as the most important and useful skill for their s tudents . 
^ At the time of data collection for this study in the Dept. of English, first year students were taught according 
to the new syllabus, which is purely English with some papers in Arabic as college and university requirements 
like Psychology, Fundamentals of Education, etc. Second year students; on the other hand, were still adjoined 
to the old one with almost half or more of the papers in Arabic. 
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Table (4.20) 
Teachers' Rating of the Skills 
According to Importance and Usefulness 
Reading Writing Speaking Listening 
16.7% 00.0% 83.3% 00.0% 
Additionally, the teachers were asked about their assessment of which skill 
was most neglected in the syllabus. Nearly, 50.0% of them, however, rated 
speaking as the most neglected language skill in the syllabus. The other 
skills were rated at the same level with 16.7% for each (table 4.21). 
Table (4.21) 
Teachers' Rating of the Skills 
According to their Neglect in the Syllabus 
Reading Writing Speaking Listening 
16.7% 16.7% 49.9% 16.7% 
We can deduce that reading, in particular, was unfortunately not given 
an emphasis in the teachers ' perception for the four skills. Its importance 
does not lie on its being a language skill in the classroom, bu t it is a useful 
ability in different situations linked to peoples' successful careers. 
It is either the teachers ' own assessments failed to realize this important 
or may be the syllabus itself really did not take into consideration the 
seriousness of such a matter. 
4.16 . Students' Abilities in English: 
Teachers were asked to indicate the degree of importance they can 
associate to each ability of the s tudents in their teaching of English in the 
classroom. They, in fact, associated the degree, most important, to the 
'ability to converse in English' with 83.3%, while 'the ability to read 
newspapers in English' was only given the degree of important with a 
percentage of 83 .3%. We can deduce from these figures tha t teachers were 
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very much keen about the importance of the ability of 'speaking' and next 
to that in their priorities was the ability of listening with 50.0% as most 
important, for comparison see table(4.22) 
Table (4.22) 
Teachers' Rating of the Abilities 
According to Degree of Importance for the Students of the Dept. 
/- Ability to read 
newspapers in English 
2-Ability to write 
letters,reports,etc in 
English 
3-Ability to converse 
in English 
4-Ability to follow 
conversations and 
lectures in English 
5-Ability to study and 
pass exams 
Not important 
16.7% 
16.7% 
00.0 % 
00.0% 
50.0 % 
Important 
83.3 % 
66.7 % 
16.7% 
50.0 % 
16.7% 
Most important 
00.0 % 
16.7% 
83.3 % 
50.0 % 
33.3 % 
A good thing can be inferred from table (4.22) that the ability to study 
and pass exams was rated at its minimum by the teachers. Learning 
should be for the sake of learning itself and it should be its own reward as 
well. When exam is only a subsidiary objective then the quality of learning 
would be extremely effective. 
4.17. Usage of English by the Learners: 
Exposure to language is, no doubt, fundamental to EFL learners in their 
acquisition of English. The communicative needs of the language would not 
be achieved if not being put into practice. Communicating with each other 
and with their teachers, students will get an opportunity in learning 
situation of English in Yemen, which is the sole chance to practice their 
language. The teachers were asked to assess the students' usage of English 
in classroom. In table (4.23) below, we can observe that the students are 
using English to the extent of 50.0% as assessed by the teachers and also 
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as seen in the observation of teaching reading in classroom by the 
researcher that will be discussed later in this chapter. 
Table (4.23) 
Teachers' Assessment of Students' 
Usage of the Language in Class 
English Mother tongue Both 
50.0% 33.3% 16.7% 
Regrettably, s tudents were unaware of the risk of us ing their mother 
tongue (Arabic) in English classes either with each other or some times 
resort to it in talking to their teachers. Interference of Arabic in such a 
learning situation was minimizing the chance of exposure to English in 
classroom. Comparing these figures to what the s tudents claimed over the 
language of reading preferred by them revealed some sort of contradiction. 
But, anyhow, the difference was a little bit greater in us ing English as 
assessed by the teachers, which looked higher, whereas Arabic, the mother 
tongue, is assessed a little bit lesser than did by the s tudents a s shown in 
figure (4.4) 
4.18 . Homework and Reading Assignments: 
Students seemed to be regular in their homework and ass ignments as 
indicated by the teachers in their response to a question related to 
s tudents ' reading activities and assignments . This was shown in a scale of 
three degrees; regular, regular to some extent, and irregular. 50.0% of the 
teachers indicated that the s tudents are 'regular' in their reading homework 
and assigned to them. 
Table (4.24) 
Punctuality of Students in Doing 
Homework and Assignments 
, Regular Regular to some extent Irregular 
50.0% 33.3% 16.7% 
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Teachers were further asked to assess their s tudents ' additional 
reading and most of them pointed out, as in table (4.25) below, that their 
s tudents did not read additional materials in their learning process. It is, 
unfortunately, disappointing detail that s tudents were reading additional 
materials only in a limited scale as assessed by their teachers. 
Table (4.25) 
Teachers' Assessment for Their 
Students Additional Reading 
Yes No Sometimes 
00.0% 66.7% 33.3% 
This, unluckily, goes in no match with what was stated, previously in 
this chapter, by the s tudents themselves (see figure 4.6) above, in which 
the s tudents claim that they 'always' practice reading in a percentage of 
52.0%. In figure (4.8) above, s tudents also claimed tha t they do practice 
reading several types of written texts, which was paradoxically in no match, 
as well, with the teachers ' assessments in this point. Anyway, this 
additional reading assessment was according to the opinions of the 
teachers, which might be based on the actual observation of their s tudents ' 
activity in the class or probably the college domain. S tudents ' opinions, on 
the other hand, were probably implying the whole activity by the s tuden t s 
themselves including their activities at home as well. 
4 .19 . English Teaching Aids and Reading Materials: 
Teaching aids are, first and foremost, used to create si tuations to make 
the learning process clear and to make practice much easier and probably 
look like the real life situations. Audio-visual aids, generally, are essential 
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to the teaching/learning situations in EFL programs in different levels of 
learning, beginners, intermediate, advanced etc. These, however, include 
flash cards, slides, slide projectors, film strips and overhead projectors, 
radio, tape recorder, and gramophone, TV, video player, and computer. The 
usage of each depends solely upon the learning/ teaching situation. 
No effective teaching could possibly exist without having appropriate 
teaching aids. This is probably more accurate for teaching a second/foreign 
language than teaching ones ' LI. In college level, definitely, the most 
important of all teaching aids is the blackboard. Textbooks, too, are very 
basic teaching aids in teaching a foreign language. According to B.S.Bloom 
(1954) quoted in Sharma (1999:508) the "appropriate learning experiences 
are provided with the help of textbooks and teaching objectives are realized. 
English textbooks are very useful for achieving the teaching objectives in 
the classroom interaction. Textbooks are most significant components of 
effective instructional procedures." 
The availability of materials, textbooks, reading materials and 
teaching/learning aids in the department was investigated and the 
responses of the teachers were reported a s in the table below: 
Table (4.26) 
Providence of Reading 
^ Materials, Textbooks, Teaching /Learning Aids 
Provided Not provided 
66.7 % 33.3 % 
As for textbooks, they were truly in dearth in the department as observed 
by the researcher and as part of his experience in teaching English in this 
department since 1996. Students, however, resorted to photocopying from 
the teachers ' original texts, relying on the notes of the lectures prepared by 
the teachers in most of the papers or buying some books from the market. 
Some teachers additionally commented on this question a s follows: 
• They [ materials, texts, teaching/learning aids] are not sufficiently 
provided 
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• Textbooks are not enough and, except the blackboards, the other 
aids are not available. 
• I think it is very hard to teach listening and speaking in English with 
out a language laboratory. We have only a [tape] recorder for listening 
and speaking. 
Teachers were asked further about their usage of audio-visual aids and, 
unfortunately, they mostly responded negatively. 
Table (4.27) 
Audio-Visual Aids 
Utilization in English Classes 
Used Not used 
16.7% 83.3% 
Most of the audiovisual aids were not available in the department . The 
only audio-visual aids provided, apart from blackboards, were the tape 
recorder, and overhead projector. Only one of the teachers, who specified 
the aid tha t he was using in his classes, namely tape recorder for listening 
and conversation practices. 
Dictionaries a s an assisting teaching material were provided and the 
s tudents were using them in reading classes. All the teachers confirmed the 
availability of the dictionaries in 100 %. 
4 .20 . Reading Assessment: 
Assessment of reading is an essential process in EFL situation, without 
which it is impossible to get a clear vision about the learners ' progress. 
Assessment, in general, should be frequent, systematic and regular as well. 
The importance of assessment lays in the investigation of the learners ' 
s t rengths and weaknesses and, henceforth, suitable remedial measures are 
to be taken in case the learners exhibit some sort of weaknesses in reading. 
It also judges the success or failure of the teachers ' own teaching so that a 
change in the method and strategy of teaching is a must . Assessing 
reading, in particular, may motivate the learners to read more and 
stimulate their reading habit to improve their own learning profile. 
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The teachers were asked about the frequency of their s tudents ' 
assessment in reading in the department. Most of the teachers indicated 
that it was done every two months with a percentage of 83 .3% as in the 
table below. 
Table (4.28) 
Frequency of Reading 
Assessment in Each Semester 
Once a month Once every 2 months Once every 3 months 
16.7% 83.3%) 00.0% 
It seems tha t the assessment of reading was carried out frequently in the 
department since most of the teachers were of the idea of every two months 
frequency. This gap of two months assessment is really not adequate . The 
more frequent is the assessment the better the chance for checking 
learners ' progress and achievement. Reading assessment , however, is better 
being done at least once monthly. 
4 . 2 1 . Teachers' Motivation: 
In the same manner , motivation of the teachers in teaching English is as 
effective a s the learners ' motivation to learn English. When asked about 
their satisfaction of teaching English in the department, the teachers 
mostly indicated tha t they enjoy teaching there as in the table below. 
Table (4.29) 
Teachers' Satisfaction of 
Teaching English in the Dept. 
Enjoy teaching in the dept. Do not enjoy teaching in the dept. 
83.3% 16.7% 
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Only 16.7% of the teachers who claimed their dissatisfaction of teaching 
English in the department. This, probably, may relate to some key rationale 
behind their dissatisfaction of holding such positions. This may relate to 
the displeasure over the amount of salary being paid to them or the 
conditions of learning/teaching situation. No body commented further on 
this matter in the questionnaire distributed among the teachers. Anyway, 
this might be reflected negatively on their production and performance and 
might have lead to some uninvited consequences on the level of the 
learners. 
4.22. Library: 
It is a well established convention that in dearth of textbooks, references, 
and additional materials reading would not be effective. In short, without a 
rich, well-organized and updated library learning/teaching process is in a 
kind of a great muddle. Library is an indispensable component of any 
systematic educational institution; without having an adequate library 
learning English, in general, and reading, in particular, suffers a lot. It is 
based on good and rich library, the establishment of certain programs in 
education such as extensive reading, for instance. Abridged classical 
novels, short stories, textbooks, references, magazines, and nev/spapers, 
mainly constitute the hub of successful programs of learning and reading 
in particular. 
According to the teachers' assessment of the library, it seems that it is a 
retarded and underprivileged one. In a four scale question the teachers 
were to assess the library of the college; most of them, indeed, pointed out 
that it was 'poor'. 
Table (4.30) 
English Language Teachers' 
Evaluation of the College Library Facilities 
Very good Fairly good Good Poor 
00.0% 00.0% 16.7% 83.3% 
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4.23. Observation of Reading Classes: 
As have been noted down in chapter three of this study, some 
observations were executed by the researcher. The main intention behind 
these observations was to look into the focal causes of reading problems of 
the learners in actual classes of reading. They were also carried out to 
observe clearly the behaviour of both the learners and the teachers in 
reading classes and to get in touch with the teaching atmosphere. The 
observations were carried out as well to specify the shortcomings of 
teaching practices and the conditions of learning emerged in the 
department. They also sought to investigate classroom activities, teacher-
learner relationship and how reading was managed in terms of methods, 
materials, programs, and activities. 
Several activities by the teachers were observed in those reading classes. 
Aspects like pre-reading activities, teacher's preparation, teacher's efforts to 
stimulate reading on the learners' part, teacher's encouragement to the 
students to come up with their questions and stimulating their speed and 
how to utilize techniques like skimming and scanning were also observed. 
Furthermore, and on students' part, English language usage while 
asking questions and interacting with each other and their participation in 
discussions were given a special attention in the observation. All these 
teaching activities and techniques in reading class were recorded in an 
observation schedule forms (see appendix24). 
The observations of the actual teaching of reading were carried out, as 
mentioned earlier in (3.5.4), in both classes, i.e., first year and second year 
with their full numbers. The discussion of these aspects of reading classes 
observed will be done in two major perceptions: (1) Teaching process of 
reading; (2) Facilities and reading materials. 
4.23.1. Teaching Process of Reading: 
Methods of teaching followed in this department, in general, did not 
seem to stimulate any sort of activity that make some fundamental 
alteration from traditional teacher-centered approaches to the relatively 
recent and most popular learner-centered approaches of teaching as an 
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earmark of learning languages and foreign language in particular. 
Reading largely did not seem to gain any specific attention as far as the 
above discussed idea is concerned. Teachers in both classes, first and 
second, did not show a good deal of zest to the stimulation of interaction in 
reading classes on the part of the learners. Although, in some classes, 
students were encouraged to ask questions, pre-reading activities, for 
instance, did not take place so that the learners' capacities of thinking, 
predicting, and applying their minds to imagine what will be in the passage 
under teaching. Group and pair work were almost absent in those classes 
attended by the researcher. It is true that group and pair work are most 
important steps in the right direction towards the learner-centered 
approach manipulation of teaching reading and teaching English, in 
general, in a FL situation. 
Unfortunately, some teachers did not pay attention to preparation of 
their classes of reading. A teacher in one of those classes assigned for 
observation performed poorly even in pronouncing common words while 
reading a passage as a model reading after discussion. Such words could 
not possibly be mispronounced unless the teacher had not ever come 
across or because of carelessness in preparing such lessons appropriately. 
In a model loud reading by that teacher of a passage called 'Cancer and 
Fluoride' words like 'chemical' , tuning fork', 'molecules' and 'presidential' 
are mispronounced as /tgimikSl/, /tAniq fr^k/,/mulik91z/, and 
/prezidenti9I/, respectively. These are, however, horrible mistakes to be 
committed by a teacher in such a level. Anyway, had had the teacher 
prepared well for the class and paid little effort in looking up such words in 
the related sources of pronunciation, such mistakes would have not been 
committed. The problem does not reside only in this matter of preparation 
before classes, but it exceeds further to the criterion in choosing and 
staffing teachers for such positions, which is at any cost, none of the 
business of this study to discuss at this juncture. 
Generally speaking, the command of English by the teachers in those 
observed reading classes was not as good as it should be. Some of them, in 
fact, resorted to Arabic, the mother tongue, to clarify certain points and 
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they might have used it excessively so that English role was minimized in 
making the exposure to such a language too limited. Teachers even did not 
seem to be keen on triggering the use of English by the learners when they 
talk to them or to each other in class. It was not objected, for instance, if a 
student initiated a question or argued with the teacher in Arabic in those 
classes. Teachers, nevertheless, tried some times to correct their students, 
mistakes in the class and they might use Arabic in some cases to convey 
some notions to the learners. 
Teachers while teaching reading, as a general observation, adopted the 
lecturing mode in the sense the real interaction takes place in class, and if 
there was some interaction, it was at its minimum. This, however, put an 
emphasis on the teachers' role in the class rather than the learners' role, 
which was a clear evidence for the teacher-centered approach in teaching 
English in this particular department. 
It had not been observed that there was any type of reading speed 
activity taking place in those classes as if speed is some thing out of the 
scope of the teaching priorities. As discussed in chapter two, speed is 
linked to comprehension and performance of language learners' reading in 
general. Speed itself is an aspect of economy of time while reading; failing to 
achieve a reasonable speed in reading, readers are troubled a lot when 
being confronted with a great a mount of different reading texts. 
Silent reading was practiced by the learners, but unfortunately it was 
seen that some of the learners while reading silently could not give up some 
inappropriate obstructing habits. They were either moving their fingers or 
their pens along the line pointing out the words they were reading or 
subvocalizing and moving their lips while reading. These things should not 
be encouraged, rather the students should be directed to overcome and 
abandon such habits which might have contributed to their reading 
problems. 
Reading aloud also was given more than enough share in practice which 
seemed to be an overgeneralization of the role of reading. Reading doesn't 
mean to vocalize what you read in a printed page rather it is the 
comprehension aspect that matters in reading. It is quite good if the 
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practice of reading aloud takes place at the end of the reading class when 
the teacher ensures a good comprehension of the text through silent 
reading. Reading aloud is a complementaiy job in reading used in foreign 
language situations to check the pronunciation of the learners for the 
expressions and the utterances studied. Model loud reading by the teacher, 
however, should be good and in a full command of aspects related to loud 
reading such as pronunciation, stress, tone, attitude, etc. 
Techniques like skimming and scanning, for instance, were practiced in 
those classes very restrictedly by the learners. Once a teacher in one of the 
observed classes asked the learners to guess from the title what the topic 
was about. They were also asked to skim that passage and to read roughly 
and to give an idea about it. Their speed in doing so was not satisfactorily 
good. 
Students' participation in reading classes was limited, and activities in 
those classes rotate around a definite number of students. In one of the 
classes, it seemed to be a convention that some students were under the 
focus of the teacher in asking questions while others kept listening to what 
was going on. They were either feeling uncomfortable in the class or they 
were not stimulated enough to take part in discussions so they remain 
inactive. 
4.23.2. Facilities: 
As part of the researchers' job and experience in teaching English in the 
department and as observed in the actual teaching of reading in some 
classes, facilities in the department and the college were in shortage. 
Students' access to textbooks and other printed English materials such as 
magazines and newspapers was in paucity. The administration of the 
college and the university, as well, did not give this issue a focal 
consideration. Teachers did not look interested in keeping some collection 
of papers or magazines in the department simply because they were not 
paid for in return for carrying out such further activities; it was hard for 
them to do this on their own expense. Unavailability of reference books for 
the teachers was undeniable fact. The library, as discussed in (4.22) 
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previously, was poor and in dearth of the essential proper materials that 
could back both teachers and learners with appropriate sources in 
teaching/learning English in the department. 
The prescribed textbooks are irregularly provided to the teachers of the 
department and in some cases teachers themselves had to look for books. 
Students usually resorted to photocopying from the texts available to their 
teachers. 
According to the timetable and the observation the time allocated for 
reading is about 6 hours weekly, which, compared to other subjects, 
seemed to be adequate. Materials prescribed for reading in the syllabus, as 
discussed earlier in this chapter, appeared to be unobjectionable as far as 
the level of the learners was concerned. 
4.24. General Impression of the Teaching of Reading: 
To conclude this discussion of the observaUons carried out in this study, 
it is worth mentioning that in spite of the bitter facts disclosed in the 
previous paragraphs, there was some ray of hope that certain values and 
practices were on a high profile of teaching English and reading particularly 
in this department. 
The friendly atmosphere enjoyed by both teachers and learners is a sign 
of defy that both were hopefully full of to create such a kind of good 
teaching/learning situations. Challenges were too great and facilities were 
in dearth, but still one could feel the eagerness of being devoted to learning 
English by the students was too lofty. As observed in reading classes, in 
particular, teachers behaved friendly in dealing with the learners and vise 
versa. There v/ere in fact three teachers posted for teaching reading 
comprehension in the department, but all the teachers were ostensibly 
vigorous to cooperate in setting up proper teaching atmosphere as possible 
as they could. 
Reading clubs, honestly, did not exist in the college because both 
teachers and administration were not fully aware of the significance of such 
entities in educational institutes. Funding, as mentioned earlier, was a 
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problematic issue added to that was the unavailability of the printed 
material, which was in itself a stumbling block in the way of such activities. 
As far as reading programs are concerned, Reading observed to be taught 
intensively. Extensive reading program, which is the most suitable for 
students in such a stage, did not seem to be given any kind of attention at 
all may be because of the above discussed reasons. 
4.24.1. The Learners: 
According to the subjects' answers in the tests, the tasks set for them, 
the students' attitudes towards English language learning, the observations 
of actual teaching of reading, and the questions asked by the teachers in 
classes the following problems were detected. 
A- Vocabulary: 
Students' vocabulary knowledge was very poor. Their performance as 
discussed earlier in (4.6) and (4.7) put on view that they had immense 
difficulties in handling certain expressions regarding the lexicon of English. 
Their linguistic repertoire seemed to be too limited. In answering the 
comprehension passages they did not look like having a good command 
over vocabulary rather they committed mistakes in answering simple 
questions which identified their own confusion of vocabulary and 
vocabulary usage as well. 
B- Bottom-up Processing of Reading: 
Students seemed to be very keen about deriving text meaning from the 
smallest units of language and move subsequently upwards to the higher 
ones. They thought that meaning was attached to every single word as 
shown in their responses to the questionnaire especially strategies used in 
reading and their practical answering of comprehension and cloze tests. 
These showed how they dealt with the new words and texts; unaware that it 
is the reader who applies meaning to a text not vise versa. 
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C- Inference: 
Students did not give the impression of having good inferring skills in 
reading rather they suffered a lot in making conclusions due to their 
inefficiency in reading and poor knowledge of vocabulary as well. Drawing 
inferences while reading enables the reader to get a full grasp of ideas 
included in a certain text. 
D- Recuiing Ability: 
In comprehension tests students' answers revealed that they had poor 
abilities in reading. They did not look like knowing how to read well in 
English, Moreover, they did not know how to express themselves well. 
Being asked to give responses to some questions they write something that 
looked odd and which in some cases made no sense. They were unable to 
give clear idea about what they think was correct. Their performances in 
cloze tests showed plainly their poor readability and comprehensibility as 
well. Cloze tests did not concentrate on how to restore words with out 
having a sensible reconstruction of meaning first. Meaning, generally 
speaking, is a broad concept which accounts for the over all sense of the 
text not taking into account separately fragmented units. Even in writing a 
simple piece of writing, students constructed sentences which looked 
unfamiliar and strange. This demonstrated that they have plausible 
difficulties in expression as equal as those of comprehension. 
£- Recuiing Speed: 
In the classes observed and in the tests administered to the students, 
they exhibited poor speed in reading. They did not appear to be on time 
when reading their silent tasks and assignments in classes along with the 
tests given in the study. They either slowed down their reading so that they 
could comprehend better, as they misbelieve, or they could not speed up 
their reading due to the lack of practicing such a prolific habit. Students, 
however, were to be taught how to speed up their reading to develop their 
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skill of comprehension not only for reading skills but for their future career. 
All these problems will be discussed further in the following chapter. 
Having specified the reading problems emerged in this study, we have a 
summary of the factors that may have contributed to these problems in the 
following section. 
4.25. Factors Contributed into the Reading Problems: 
1) Syllabus and textbooks. 
2) Teaching methods. 
3) Reading programs (intensive vs. extensive). 
4) Time allocated to the teaching of reading. 
5) Students, misconception of reading. 
6) Teachers and professional training. 
7) Dearth of extra-curricular reading materials. 
8) In-service training. 
In the next chapter a detailed discussions of the reading problem 
detected above along with the variables that might have contributed to their 
existence will be achieved. 
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DISCUSSION OF FINDINGS 
5.0. Introduction: 
So far in this study, students have been examined through cloze tests, 
comprehension tests, composition tests, questionnaires and additionally 
observations were exploited to check the actual teaching of reading. Indeed, 
the study investigated both the nature of the reading problems of the 
students in the Department of English, College of Education, at Ataq, Aden 
University and the complications of understanding factors associated with 
reading problems. 
Henceforth, in this chapter the results of this research will be discussed 
in two major perspectives; learning perspective and teaching perspective. 
Though these two perspectives are two sides of a coin and it is absolutely 
unacceptable that the two perspectives are ever of such separable nature, 
but only for sake of arrangement expediency such lay out would be 
followed. 
5.1. Learning Perspective of Reading Problems: 
The significsint nature of reading as a skill in a foreign language, no 
doubt, can not be underestimated in language instruction and its position 
in language learning must not be ignored as well. In this section a detailed 
discussion on the reading problems of the learners, their comprehensibility, 
their speed, their vocabulary, and other relevant outcomes that came into 
sight in the previous chapter are to be talked about thoroughly. 
5.1.1. Learners' Reading Comprehension Ability Problems: 
Analysis of the data in chapter four apparently showed that subjects 
exhibited poor reading abilities. Because of the lack of training students 
seemed to be word bound, i.e. they gave the same weight to each word in a 
text, assuming that each sentence had equal significance in the passage 
(see table 4.9). They were almost not familiar with the skills of taking hold 
of the over all meaning of a paragraph and then a text with out being too 
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much bound to the smallest units of a reading material. They were 
commonly stuck to the bottom. They did not think about the main idea of 
certain paragraphs and how a sentence might contribute consequently to 
the development of the central idea of that paragraph. They faced problems 
in reconstructing passages they read even at the level of word classes in the 
cloze tests students performed poorly (see tables 4.3 a Ss b; 4.4 a 86 b). In 
the same way, as was seen in the questions that tested for detail and 
inference, they exhibited very disappointingly. It means that they were 
confronted with reading problems especially in extracting or even mastering 
the skill of understanding some detailed information from the passage. This 
entails their inefficiency in understanding the writer's opinions expressed in 
a text. Berg (1971:7) characterized a successful reader as one who has a 
purpose, can concentrate, comprehends what he reads, remembers what he 
reads, has a good vocabulary and can read rapidly but with a rate 
depending on the material. This, to him, is also a flexible reader who knows 
to skim for previewing an article or comprehension passage before reading 
and has the ability to scan for specific information in a selection. He 
understands from his preview skimming whether the text needs rapid 
reading, average reading or slow reading. 
However, efficient reader is generally considered as a reader who 
interacts with various types of texts, and has got the ability to adopt the 
appropriate strategy depending on the text type. Skilled readers, indeed 
scan a text to locate specific information in a printed material and skim it 
to extract general information. As was seen in the results presented 
previously in chapter four for cloze tests and comprehension tests, students 
have yet to master several sub-skills of reading. 
Regarding learners' Iginguage competence, in her investigation of the 
relationship between general language competence and second language 
reading proficiency, Devine (1988:261) argues that "despite the emphasis 
on similarities in the reading process in all languages, even during the 
heyday of the psycholinguistic period of second language reading, most 
researchers remain sensitive to the role of language competence in second 
language reading success." This, still, has evidence from literature of 
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reading research best represented in the observations of Clark and 
Silberstein: 
Our students' efficiency in using reading skills is directly dependent 
upon their overall language proficiency - their language skills 
(Clarke and Silberstein, 1977, p. 145) 
The vital interaction between language proficiency and reading ability is 
now, by and large, well established. A good number of the researchers and 
classroom educators, in fact, take it for granted that L2 readers should 
attain a certain level of L2 competence before they can effectively read in 
that Language. Eskey and Grabe (1988:226) argue that "reading requires 
relatively high degree of grammatical control over structures that appear in 
whatever readings are given to the students." Moreover, Yorio (1971) in his 
study asserts that the reading problems of language learners are due 
largely to imperfect knowledge of the foreign language and to native 
language interference in the reading process. On the one hand, and as far 
as instruction is concerned, Yuill and Oakhill (1991) attribute construction 
processing skills in poor readers to insufficient practice in training program 
that included training in inference making skills and the ability to deduce 
meaning from text. Regular assessment, on the other hand, in 
comprehensive skills is the best method that can help in diagnosing some 
comprehension difficulties. 
Students, as shown in tables (4.3 a 6B b and 4.4 a & b) and figure (4.2), 
performed inefficiently in cloze tests and this also finds a support in 
literature as Kamyab and Tahririan (1989:51) argue that the "poor 
performance of the learners of the subjects in doing cloze tests underscores 
the importance of language skills for effective reading." They further 
assume that this supports the convention of grammar lessons and 
vocabulairy as activities in English language instruction. Grammar should 
not be overstated in reading and meaning should be adequately dealt with 
in this regard. Text understanding, actually, is too much debated matter 
and cloze tests procedure, for instance, in which omitted words are to be 
retrieved by the learners, is believed to be depending on the message 
understanding of a text. Those deleted words sometimes can best be 
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understood locally rather than globally. Contradicting the tradition of 
measuring readability Agnihotri (1990:58) argues that "yet retrieval of items 
deleted at random did not reveal much either about the nature of a text or 
about the process involved in understanding a text". Troike (1979) finds 
that "there is a high correlation between reading and achievement and 
knowledge of grammar", whereas Rivers (1981), believes it's significant in 
reading instruction to discriminate between recognition and production 
grammar. 
Anyway, a good reader utilizes his prior knowledge experience to assess 
the material that he is reading. This ability is a motivation for him to read 
better and to evaluate which part of a text should be given a considerable 
weight in attention and which one to be skimmed rapidly. In this way the 
reader will have the capacity to make sense of what he reads and will 
acquire the fundamental skills of reading comprehension. 
In the present study, as revealed in section (4.6), there was a little 
difference between handling open words and cloze or what is also known as 
functional and content words, which revealed almost the same level of 
difficulty. Sim and Bensoussan (1979) argue that "function - word 
questions to appear to be as difficult as content -word questions". This, 
however, supports the results of our study. Yet, in the teaching of reading 
skills decoding or interpreting function words is no less important a lexical 
skill than content word decoding or interpreting. The ability in interpreting 
the interaction of the two kinds of words is necessary for effective 
comprehension of the text in which they operate. Analysis of the data in the 
present study revealed that there was a general phenomenon common to all 
the tests; it was the lower scoring of the subjects. Scores of the students in 
cloze tests seemed to be the least of all tests just because tests used for 
measuring readability and comprehensibility were of very much frequency 
in words deletion. 
Learners' reading habits and interests, as explicitly shown in the 
preceding chapter, were worth inspection. Majoring English language, only 
41.0% of students in the department indicated that English was their 
preferred language of reading, as in figure (4.4). Exposure to English 
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through printed material will enable students to enlarge and enrich their 
background knowledge at all levels of language, viz. morphologically, 
syntactically, semantically and even to manipulate good performance at the 
cultural competence of the language. Results of the tests, in terms of 
means and standard deviations, seemed to match well with what the 
students themselves acknowledged in their responses to the questionnaire. 
They pointed out that they spend very short time in practicing reading. 
Only 25.50% of them (as in figure 4.5) read for more than two hours, which 
is really an unsatisfactory upshot. 
In their strategies in reading, students showed some sort of inclination 
towards the strategy of looking up words in their dictionaries. Thinking that 
always meaning is attached to every single word, they adopted the bottom-
up processing in deriving meaning from a text. Even the next preferable 
strategy for the students was asking a teacher or a classmate for the 
meaning of difficult words again they were applying the bottom-up 
approach, which they accustomed to in all their past experiences of reading 
English text. Guessing the meaning of a word from its context was a rarely 
practiced strategy and even less in usage than skipping over the word (see 
figure 4.7). Although using dictionary is objected to in reading 
comprehension for FL texts, it finds some support in literature as rational 
appeal in teaching reading comprehension (see Bensoussan 1983 and 
Luppescu and Day 1993), especially the use of bilingual dictionary. The 
effect readers' exposure to direct training in word-treatment strategies, 
however, is emphasized by most researchers. A recent research focuses on 
the significance of systematic and principled approach to vocabulary 
teaching and learning Levine and Reves (1998), which is an essential factor 
in reading, and in FL reading in particular. Attention is to be paid to the 
factors related to the reader's choice of vocabulary treatment strategies. 
Anyway, in the present study students were asked about their strategies 
in dealing with new words and the majority declared that they look up the 
meaning of words in dictionary (see figure 4.7).Levine and Reves (op. cit.) 
conclude that as to the association between word treatment strategies and 
the reader's reading profile, their study showed that only some reading 
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profile variables explain reading behaviour. Thus, variables such as the 
familiarity with other languages, reading at an early age in both LI and 
other languages and exposure to different types of texts, may be interpreted 
as contributing to the development of a reading aptitude, which may 
contribute to efficient reading behaviour and thus fruitful and successful 
word treatment strategies. 
The ability to extract meaning, ideas, or facts by the learners from the 
passages in this study was low. They actually were not taught enough to 
practice these skills (see figure 4.1). This revealed that the students' 
performance, according to the average comprehension level, was too poor. 
These findings seem to be supporting our hypothesis which assumes that 
reading an English text is difficult for EFL/ESL learners who have not been 
acquainted with appropriate reading skills and need to interpret or decode 
close or open words. The difficulty was clearly shown in the scores of the 
learners. This actually made it clear that students ought to master the 
ability to retain information and recall it when required. They were not able 
to remember some reasonable parts of the factual information or the ideas 
expressed in a passage. There are several questions in the three passages of 
the comprehension test types for both groups A and B, (see Appendices 1 -
6) needed the learners to make their own interpretation of information, 
ideas, and to infer from what has been read in those passages. The 
researcher observed that the learners were incapable of making distinction 
between major facts and ideas from minor ones. Chepkuto (1999) did a 
research on the secondary school students in Kenya in which he found that 
retention of information improved as a result of being tested on what the 
learners read, especially when parts of most tests consists of questions 
which could not be answered unless they have remembered well what they 
have read. 
Teaching reading comprehension may lack the emphasis on how to make 
Learners capable of skills in order to perform well in the tasks of 
comprehension correctly. One of the important ways of teaching reading is 
to equip the learners with the skill of understanding discourse in texts 
which include structural devices. These devices which students must learn 
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and understand according to Ellis and Tomlinson (1980:141), quoted in 
Chepkuto (1999:160), are: 
1- Basic sentence structure of statements and questions. 
2- Concept of reason, result, contrast, condition etc. as signaled by 
subordinators and coordinators. 
3- Connectives like 'on the other hand', 'moreover', 'in addition', 
'furthermore' etc. 
4- Structural devices which enable the writer to refer back to some 
previously mentioned item 
Having mastered these skills of deriving meaning from these grammatical 
structures, students will be able to answer the comprehension questions 
more easily. On the contrary, failure to keep up with these structures in a 
text will lead to more serious problems of comprehending than will an 
ability to grasp individual lexical items. Therefore, reading instruction 
should account for the understanding of the meaning rather than on 
correction of grammatical mistakes. Unfortunately, grammatical accuracy 
is the principle objective of structural lesson, not comprehension lesson. 
Skills such as guessing the meaning of unknown words, identifying 
anaphoric references, identifying the main idea and inference should be 
given priority in the teaching of reading comprehension for EFL learners. 
This keeps with our earlier observation that the students inability to infer 
meaning or derive facts from the passage is an indicator of their strategies 
need to be used to enable them master these skills. 
5.1.2. Inadequate Reading Speed of the Learners: 
As has been discussed earlier, in doing their cloze tests, comprehension 
tests and as observed in the actual teaching of reading, students, in 
majority, spend too much time in reading. Research suggests that low 
language competence may hinder the L2 reader by restricting reading 
speed. Cohen et al (1988) find that ESL readers often took up to six times 
as long as native readers to complete a text. Probably at least some of that 
time was spent trying to process difficult syntax; indeed, the readers in 
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Devine's (1988) study evidenced inability to process syntactic cues critical 
to text comprehension. As Eskey and Grabe (1988) argue that reading time 
spent on cloze decoding is, more often than not, reading time misspent. 
However, reading speed depends on the difficulty and nature of the material 
(Srivastava 1979:16). It is true that some materials are to be read rapidly, 
and some others are to be read slowly. Reading speed, then, should be 
adjusted to the purpose of reading. Coady (1979:12) adds that "degree of 
speed to be used should vary according to the complexity of the material 
read, the purpose for reading the material, and the readers' background 
knowledge. Thus it is not a matter of simply increasing reading rate but 
rather of increased flexibility in rate of speed for reading. In short, 
comprehension is achieved by reading neither too fast nor too slow." 
Additionally, Steffenson and Jog-Dev (1984:60) give an evidence for 
reading speed in the cultural background of readers. Comparing both 
Indian and American readers they find that Indian subjects read the Indian 
culturally-oriented passage more rapidly than the American culturally-
oriented passage (276 seconds vs. 304) and American subjects read the 
American text more rapidly than the Indians (168 seconds vs. 213). 
American subjects, however, read faster than their Indian counterparts. 
This was expected since the Indian subjects were reading in a foreign 
language, English. This is really parallel to what Carrell (1988b:245) has 
noticed; that is, "some students' apparent "reading problems" may be of 
insufficient background knowledge". These findings seem to be tallying with 
our findings. Subjects of this study are, of course, foreign language readers 
of English texts. 
As shown in table (4.9), students spent too much time in reading a text 
simply because they made too much concentration on meaning of every 
word they encountered, especially unfamiliar ones, than to the overall 
meaning of the other option of looking for the clues of meaning while 
reading. Table (4.10) further shows that, as they declared in their responses 
to a question regarding their comprehension, they paid attention to the 
meaning of words more than speed. Speed, for them, was a secondary 
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aspect in reading. They, anyway, suffered at all levels of reading as 
indicated in table (4.11) in chapter four of this study. 
Efficiency in reading speed will be achieved through a balanced 
adaptation of reading, the nature of material read and the purpose of 
reading it. As observed, reading took place at a single uniform speed in 
those classes of reading attended by the researcher. The teaching methods 
of those teachers, whose classes were attended, were unfortunately 
inadequate and that might have contributed negatively in the performance 
of the learners in the tests of this study. Teaching methods will be 
discussed in a later division of this chapter. 
There are, obviously, some reasons Yemeni Arab learners read English 
slowly. Firstly, the letters of Roman alphabets are not so familiar to the 
Arab readers to recognize. They are accustomed to read Arabic characters 
and it is easier for them to visually identify Arabic characters than the 
combination of letters of the Roman alphabets. It is possible, then, that if 
they pay close attention to the individual words, their eyes' span is 
narrower and they cannot grasp the whole phrases. Arab learners of 
English as foreign language may tend to see one word at a time, while the 
native speakers of English can recognize a word without considering the 
combination of letters. It is also possible that they, native speakers, can 
recognize a group of words with one fixation of the eye, and theoretically, 
they can process four or five words at a time (for further details see 
Shimron and Sivan 1994 and Gholamain and Geva 1999). 
As far as fixation and reading instruction are concerned, it is probably 
longer fixation that may slow reading in the case of EFL learners. This may 
suggest that longer fixation is needed to process the semantic and syntactic 
information (Robinett 1980:356) with which the reader is being attacked. 
These findings may tend to dispel the oft-held belief that foreign language 
students need practice in developing the habit of making fewer fixations per 
line of writing. Yet, Smith (1985:20) further argues that you cannot speed 
up reading by speeding up the movements of the eyes. The limitation is not 
on the rate at which the eyes can pick up information, but on the rate at 
which the eyes can pick up of that information. 
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Secondly, another factor that might contribute to the Yemeni Arab 
learners' inadequate reading speed of this study is the conventional way 
they are used to in reading Arabic text, i.e., right-to-left reading, which 
may hinder their speed of left-to-right reading of English text. In literature, 
this factor finds a support in a study by Yoshida (1985) cited in Kitao and 
Kitao (1995) done on Japanese EFL learners reading English more easier if 
words or phrases are put vertically on a computer screen as it is the case of 
their mother tongue , Japanese ( for more details see Wade-Wooly 1999). 
Thirdly, word order of English sentences is different from that of Arabic. 
While the structure of Arabic sentence permits both SVO and VSO, English 
allows only one option SVO. Even adjectives and adverbs modifying nouns 
and verbs, respectively, are also different in order in these two languages. 
Consequently, it takes more time for Arab learners to make a full 
recognition and comprehension of such sentences and they lose the flow of 
the paragraph and the text as a whole. This probably, in short, is a time 
consuming activity for them. Added to that is the insufficient practice of 
reading either in the syllabus or the additional reading outside the 
classroom domain as indicated in their responses to the question related to 
the time spent in reading (see figure 4.5). 
5.1.3. The Problem of Inadequate Vocabulary Acquisition: 
College students in Yemen, majoring English language in particular, 
have limited vocabulary. This limited vocabulary definitely makes it difficult 
later on for those learners to handle English texts, especially materials that 
are of technical nature. In the passages that tested for vocabulary, students 
of both groups, A and B, were asked to give the meanings of some lexical 
items, give synonyms for some others, or to choose from four-alternative 
multiple-choice what some of those words meant in those contexts of the 
passages (see appendices 58B6) 
It is obviously accurate that the learners faced problems in vocabulary 
acquisition. One of the reasons behind these problems is, almost, that they 
were not taught how to relate words to each other. They did not look 
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familiar with practice and deriving meanings and finding connections 
between synonyms and antonyms. 
Although the mean error percentages for both A and B seemed to be less 
than the other tv/o tests, viz., test of detail and test of inference, still their 
scores looked very low in vocabulary (see figure 4.1). Even in correlation 
analysis vocabulary of the learners seemed to be too influential factor on 
their proficiency in other tests such as composition. 
Learners' performance in cloze tests is another evidence of being in 
shortage of adequate and necessary vocabulary, if they were to apply their 
minds and look for textually acceptable lexical items to be supplied in the 
gaps. Yet, it remains obvious that it is a matter of vocabulary knowledge to 
be skillful in retrieving words in a cloze test, but it is also a matter of 
syntax, semantics, and probably discourse capabilities in a foreign 
language (see figure 4.2). Learners were almost equally poor in mastering 
both open and close (content and functional) words. Their performance 
showed that they suffered a lot at the level of vocabulary and this seemed to 
go along with studies on EFL learners in reading such as that of Yorio 
(1971). It is not so true that difficulties faced by FL learners exist only on 
the level of unknov^ni words (Mackay 1979: 84) rather it is because of the 
relationships between lexical items in a certain text. Mackay further 
suggests the following measures for solving such difficulties: 
/ believe that the responsibility for the solution of the difficulties 
encountered by unknown words at the advanced level lies with the 
learner rathjer than with the teacher. The students must make the same 
effort as the native speakers when faced with a new field involving a 
new vocabulary, that is, guess intelligently, use an appropriate 
dictionary, and develop the memory sufficiently to allow recognition of 
the word when it is met subsequently. 
(Macaky, 1979, p. 84) 
Another factor that might have contributed to the poor vocabulary 
acquisition of the subjects in this study was their custom of reading with 
the help of their teachers, that is, they were always instructed by their 
teachers in the reading class and even in choosing reading materials. Been 
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(1979: 91) argues that the students have difficulties in understanding texts 
because they suffer from paucity of vocabulary, they are not used to read 
independently, and they do not have appropriate mental set, in the sense of 
a special kind of readiness, to be able to cope with the demands made of 
them. For teaching vocabulary in EFL reading classes productively, Been 
(op. cit.) also suggests that this can best be done through contextualized 
material. Yet, the tendency to teach reading mainly for the purpose of 
teaching vocabulary likewise conflicts with more general aims of reading 
underst£inding. 
Cooper (1984), in his study, emphasizes the role of the attitudinal factors 
in examining the performance of what he called "practiced" and 
"unpracticed" nonnative readers of English enrolled at the University of 
Malay. "Practiced" readers were those students who pursued much of their 
earlier education in English, and had demonstrated the ability to cope with 
university-level texts in English; "unpracticed" readers, on the other hand, 
although they had studied English, had been educated in their native 
language. Cooper examined features of English that might be possible 
sources of reading difficulties for the unpracticed readers: the meaning of 
affixes, word meaning in context, syntactic meaning (tense, aspect, 
modality, etc.), grammatical and lexical cohesion, and intersentential 
relationships. Cooper asserts that: 
Unpracticed readers differed primarily from practiced readers in 
their ability to use the linguistic clues in the longer context to 
determine meaning. They found it especially difficult to deduce word 
meaning from context, to understand lexical cohesion, and to 
understand the meaning relationships between sentences. 
(Cooper, 1984, p. 133) 
Cooper further asserts that unpracticed readers were seriously hindered by 
their inadequate knowledge of English vocabulary. Significantly, the 
vocabulary deficits of the unpracticed readers were primarily of two types: 
they were uncertain of the meanings of common sentences cohere; sentence 
connectors; and their sub-technical vocabularies were generally very poor. 
These findings are very much adequate support in literature for our study's 
findings. Students of this study were very much like Cooper's "unpracticed" 
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readers since they were taught in their earlier education in Arabic. English 
for them, however, was just a subject in the syllabus in both primary and 
secondary levels. It is only in the college level they were exposed to English 
as their language of instruction. Anjnvay, vocabulary is very important 
aspect in the acquisition of foreign language. Williams and Dallas (1984), in 
this regard, argue that the vocabulary difficulties encountered by FL 
learners in their content area educational textbooks are considerable; that 
such difficulties are a major stumbling block to acquisition of knowledge 
and thereby to the passing of all-important examinations. Considerable 
attention should be paid to the unfamiliar vocabulary presented in 
textbooks. 
As for strategies in dealing with vocabulary, Hosenfeld (1984:233) 
asserts that there are differences between learners with high proficiency 
scores and those with low proficiency scores in strategies employed when 
encountered by unfamiliar words. Those with high scores tended to keep 
the meaning of the passage in mind, read in broad phrases, skip inessential 
words, and guess meanings of unknown words from context; whereas those 
with low scores tended to lose the meaning of sentences as soon as they 
decoded them, read word by word or in short phrases, rarely skip words, 
and turn to the glossary when they encountered new words. 
As far as three main models of reading are concerned, vocabulary has 
been given a considerable weight in the instruction of reading. However, the 
interactive model probably is giving the most significant value to the 
vocabulary than do the other two models, viz., bottom-up and top-down 
models. For interactive model not only a large vocabulary is important; 
rather it is a prerequisite to fluent reading skill. The importance of 
vocabulary does not lie on the number of words, but on the number of 
times words are recycled. Top-down models, also, assume that poor readers 
are word-bound, that they do not know how to use context, or are afraid to 
try to use context even through transfer of reading skills would suggest that 
they should be able to do so ( for further discussion on this topic and on 
interactive models see Grabe and Eskey 1988). 
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5.1.4. Learners and the Conception of Reading: 
Reading, no doubt, and as severally has been pointed out in the 
preceding parts of this study, is vital to the whole EFL process of 
acquisition. In this section, however, we will try to look closely at the way 
learners view reading in terms of liking and disliking, time spent in reading, 
its relation to other skills in their assessment, and texts preferred in 
reading as emerged in the results in chapter four. Generally, learners in 
this study as shown in the analysis were very much familiar with the linear 
approach of reading; that is, bottom-up processing of a given English text. 
They were, nevertheless, not mistaken in this; rather it was probably very 
much suitable to their level of language competence and language 
proficiency as well. They were not given a chance to practice reading 
alternatively interactively or to adhere to top-down models of reading; 
simply because the teachers themselves were possibly not familiar with, or 
the syllabus did not emphasizes these things. It is better to keep some sort 
of instructional balance between these approaches. The best and the most 
suitable approach is the interactive one which accounts for both top-down 
and bottom-up models interchangeably as need arises. Interactive 
approach also takes into account tlie most central variables of the reading 
process, the reader and the text. 
Learners' responses to the questionnaire, in fact, revealed that they do 
not give reading an adequate practice. 74.5% indicated that they did not 
like reading but this went against their response to a question of three 
scale options of practice frequency (i.e., always, sometimes, and never). 
52% indicated that they always practiced reading. This, surprisingly, seems 
paradoxical that the majority did not like reading, yet they practiced it! 
Regarding language preference in reading, almost English and Arabic seem 
equally proportionate; 41% for Arabic and 40% for English as in figure 
(4.4). Again, the learners showed a very mean inclination to reading as far 
as time spent in reading is concerned. These results revealed that learners 
have to go a very long way to secure a good profile in reading and be good 
and fully independent readers. If they do not practice reading in bulk and 
157 
outside the classroom domain with varied material, sure they will remain 
confronted with serious problems in reading. Carrell and Eistrhold (1988: 
88) assert that "our long-range goal as reading teachers is to develop 
independent readers outside the EFL/ESL class, readers whose purpose in 
learning to read in English as a foreign or second language is to learn from 
the texts they read." The main objective should be how to make students 
aware of reading conception and how to help them shift from learning to 
read to reading to learn from texts they are reading with little help to make 
them fully aware of schema and culture-specific schemata of English texts. 
Text preference as well revealed that learners in this study preferred 
texts much closer to their daily life practices socially, politically, or 
religiously. They preferred magazines and newspapers too much along with 
religious texts. Things that were schematically related to practical everyday 
life were too much preferable. 
5.2. Teaching Perspective of Reading Problems: 
The relationship between the learner and the teacher is very much 
integrated and they are as much accurate as two partners of one essential 
deal, viz., the educational process. The importance of teaching, actually, 
lies in the achievement of the goals of educational process. If the roles of 
both teacher and learner are clearly stated and well defined and each 
performs his duties rightly, the objectives of the educational program can 
be realized. Teachers, anjnvay, should know very well their learners' 
learning and development. In this section, teaching aspects that have been 
contributing to the learners' problems of reading would be dealt with in 
some detail. Teaching methods of reading, reading programs, syllabus and 
texts, teachers training programs, and other related issues are to be 
discussed. 
5.2.1. Teaching Methods of Reading: 
It was noticed in the field work for this research that the methods of 
teaching reading were too much teacher-centerd oriented as previously 
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noted down in (4.23.1) in chapter four. Opportunities for the learners to 
participate in the learning process in the classroom were not sufficiently 
given. Some teachers unfortunately used uninteresting methods such as 
reading the text for the learners and do not give a chance for them to think 
or to apply their minds to infer or to come to conclusions or even to guess 
meanings of encountered lexical items. Answers of some questions, 
sometimes, were provided for the learners instead of giving them a chance 
to answer and defend their answers with evidence from the text. Teachers, 
in some cases, resorted to 'telling' rather than 'teaching' the learners the 
skills and little provision for practice was accessible. Pre-reading activities 
were also not adequately given attention; henceforth, no practice for such 
procedure in reading classes was significantly observed. Preparing and 
motivating students for reading a text is an essential step to make them 
aware of predicting and anticipating the topic around which their class will 
be. Prediction according to Nuttall (1996:13) "is important because it 
activates schemata: that is, it calls into mind any experiences and 
associated knowledge that we already have about the topic of the text.... We 
make use of schemata to interpret the text. If the relevant schemata 
activated, ready for use, we can understand the text more easily". 
To motivate the learners, teachers have to provide them with frequent 
quizzes, which encourage them to keep up with the class and also give 
them concrete goals. It is possible and advisable as well that after finishing 
answering the questions they might be asked to exchange their answers 
and to grade the answers of each other. Reading in this way would be more 
successful and effective if such activities are taking place. The teaching 
experiences of the teachers, for instance, would have been expected to be 
very essential in teaching reading. The majority of them have been teaching 
English for well over five years, and probably more, while nobody was newly 
appointed in such a job ( see table 4.13). 
Foreign language skills, in general, cannot be acquired without practice 
which is something out of the teachers reach to do for their students. 
Students on their part have got to do it for themselves. Tickoo (2003:51-2), 
in addition to skimming and scanning, has suggested a list of activities and 
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tasks that should be practiced so that reading class would be more 
valuable and lively and that could help in preparing the learners to be self-
reliant and autonomous in their reading: 1) helping prediction 2) preparing 
an outline 3) drawing inferences 4) paraphrasing 5) reading critically 6) 
jumbled up texts or stories. Although these practices will be done under the 
teacher's guidance, autonomy also lies on one's being able to make full use 
of resources that are becoming accessible. Making full use of word 
knowledge, as well, is fundamental in this regard. Practice is vital and 
learners have got to do it. A wide scope of opportunity should be given to 
the learners to practice their language skills and reading skills in 
particular. 
In the observation carried out in this study, reading comprehension and 
reading skills were not adequately taught and opportunities of practice for 
the learners were not given as well. Teaching aids, on the other hand, were 
used minimally as the teachers indicated in their responses. 83.3% of them 
did not use teaching aids at all in their teaching in the department; only 
16.7% of them clsiimed the use of these essential elements of teaching 
process. Grabe (1991) derives a general set of seven guidelines for second 
language reading teaching and curricula from current research: 
• Reading should be taught in the context of a context-centered 
integrated skills curriculum, since content provides motivation 
and integration reinforcement learning. 
• Individualized instruction should additionally be provided in a 
reading lab, including a range of skills and strategies (timed 
reading, vocabulary learning strategies etc.) 
• Sustained silent reading should be encouraged to develop 
automaticity, confidence and enjoyment. 
• Reading lessons should take account of background knowledge 
through pre-, during-, and after-reading tasks. 
• Specific skills and strategies should be practiced consistently: the 
nature of these will develop on the group and goals. 
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• Group work and cooperative learning should promote discussions 
of the readings and explorations of different task solutions and 
textual interpretations. 
• Students need to read extensively: students need to learn by 
reading. 
It was observed in teaching reading to the students in this study that 
vocabulary quite often was inadequately taught. It was quite frequent some 
teachers give the meaning of the words themselves. They, unfortunately, 
did not give a chance for the learners to infer the meaning which is a skill 
that cannot develop without practice. Bright and McGregor (1970) warn 
that "every time we tell a student what a word means we are robbing him of 
a chance to practice this skill." Unluckily, the students' role in these 
classes, and probably it worked for other language skills, was reduced to 
passive listeners. 
In their ordering of the most important skills for the learners, teachers 
indicated that speaking and listening constituted the most important skills; 
speaking 83.3% and listening 50.0% as "most important" (see tables 4.20 
and 4.22). Speaking, as well, was considered to be the most neglected skill 
for the teachers in 50.0%, while they assessed reading as not being 
neglected by the syllabus at all (see table 4.21). One would have expected 
teachers to put more emphasis on reading, because without reading in 
such EFL situation, learners will face difficulties in their language 
competence and language proficiency and even in writing their 
examinations. 
5.2.2. Reading Programs: 
In chapter two of this study a brief theoretical background about the 
reading programs has been given. At this time, the importance of these 
programs and their contribution to the reading problems will be discussed 
in accordance with the observation of teaching reading in the department. 
Reading program may contribute more or less to the_difficulties EFL 
learners face in this department. Reading, however, was taught 'intensively' 
and there was no effort to set up any sort of extensive reading program ERP 
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in the department. In every day life, to read extensively means to read 
widely and in quantity. ERP is considered as an approach to foreign 
language teaching in general, and to teaching foreign language reading in 
particular (see Bamford and Day 1997). 
ERP is responsible for the building up of automaticity of word recognition 
of the EFL learners, their vocabulary knowledge, and develops positive 
attitudes towards reading. Subjects of this study were suffering from poor 
vocabulary knowledge, comprehension ability problems such as inference, 
extracting information, prediction, which were all outcomes of insufficient 
practice of reading or, in short, outcomes of the absence of ERP. 
The reason behind neglecting such an essential program might be due to 
the incomplete awareness of its importance by the teachers and the 
educationists in the university in general. The time, effort, resources and 
financial expenditure on such a program might be crucial reasons behind 
its establishing. But, really, results of the ERP were most definitely worth it. 
There was a good experience of establishing ERP in EFL context in 
Yemen by the British Council Language Center in Sana'a for elementary 
level language learners (see Bell 1998). This could be set as a model for 
establishing these essential programs in Yemeni universities and in English 
language departments in particular. 
ERP can provide a good and reasonable 'comprehension inputs' and 
enhance the learners' general language competence through an exposure to 
the authentic language itself. It also motivates the learners to read and 
increase their knowledge of vocabulary, and it also facilitates the 
development of prediction skills. However, in their assessment of the 
learners' additional reading, 66.7% of the teachers indicated that they do 
not read while 33.3% pointed out that they sometimes get access to extra 
materials to read. 
5.2.3. Syllabus and Textbooks: 
Teachers in majority indicated that reading materials, textbooks, and 
teaching/learning aids were provided, while only 33.3% of them asserted 
that the department is in dearth for such materials. The observations of 
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teaching reading revealed that materials, especially textbooks, were not 
available and the learners resorted to photocopying of some portions of the 
teachers' textbooks to get access to the prescribed reading passages. This 
contradicted v^ i^th what most of the teachers asserted in their responses to 
the question of the textbooks and reading materials provided! Anyway, and 
as part of the researcher's experience, textbooks were really missing in the 
teaching/learning process in the departrrient. Without having enough texts 
for the learners the problem will not be for reading but probably for the 
other skills which will make it so hard for the learners to learn English. 
According to Tickoo (2003:257) for the vast majority of language teachers, 
course books or textbooks are meant to serve as in the selected points 
below: 
• syllabus substitute: they show what to teach and, in many cases, in 
what order to teach it; 
• inexpensive sources of materials for use inside the classroom and by 
individual learners on their own; 
• repositories of readable materials at the appropriate level; they often 
become models for learners' own language use. 
Nonetheless, the objectives of the syllabus of the Department of English, 
College of Education in Aden University were as 'clear' as 66.0% of the 
teachers indicated so. At the same time, 66.7% of them further showed that 
learning English for everyday life was the main focus of the syllabus. This, 
definitely, means that it served as a good guide for their teaching. In such 
case, one would expect that their teaching would have been more effective 
and efficient as well. To the contrary, students still are confronted with 
serious problems in reading and probably in all other skills. There is 
integration in teaching English for FL learners of which all the four skills 
should be given emphasis as equal, but reading in FL context is much 
easier to be accessed by the learners. 
EFL syllabus in a stage like this of our study, English literature is much 
integrated in teaching the language itself. 'Literature is the study of 
language in context' is so much right. This may not be realized because 
teachers, as in table (4.14), did not give the teaching of literature any 
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weight in their assessment for the syllabus focus. Although it is explicitly 
stated that literature is an integrated part of that syllabus and it did not 
give more emphasis on the teaching of literature. There are, actually, few 
papers devoted for teaching literature. As for the teaching of literature in 
language, it is correctly established (Bright and McGregor 1970) that the 
study of literature is of great importance. If used appropriately in teaching, 
the learners can benefit mostly from it. It can be used as a way of exploring, 
understanding, and reflecting on the strategies by which readers generate 
meanings in the act of tools to interpret a discourse. Reading then is not 
only a prerequisite to the teaching of literature but to the other aspects of 
language in EFL context. 
The present syllabus of English gives 3 credit hours per week for the 
teaching of reading over three semesters of the whole four-semester course 
of Diploma and Bachelor as well. This period of time is not enough for 
teaching this subject properly, (see table 1.2 and 1.3). Teachers, however, 
were of the opinion of the time sufficiency as indicated in table (4.17). 
5.2.4. Teachers' Professional Training and In-Service Training: 
It is a well recognized convention that well trained teachers would be 
effectively competent in their careers of teaching. Teachers, mostly 
instructors and newly appointed teachers, at the university level in Yemen, 
generally, are selected for teaching at the B. A. and Diploma levels after 
clearing their B. A. degree with at least "v. good" average. They are also 
subject to an examination and/or interview administered by the academic 
council of the university. Teachers of English are trained for four academic 
years in departments of English either at arts faculty or education faculty. 
(For more details on the courses and papers see chapter one, 1.7andl.8.3). 
The present teaching staff of English Department, College of Education at 
Ataq, Shabwa, consists mainly of those B. A. or B. Ed. degrees holders (see 
table 4.12). The teacher is, however, the primary source of knowledge for 
the learner and the model for him in EFL situation. LI acquisition is very 
much natural and it takes place every where; at home, in the class, in the 
street. It occurs with a rich form and diversity of language, but in FL 
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situation the indispensable source for the learner's input is his teacher. 
There is no reinforcement outside the classroom, so the role of the teacher 
is too crucial. This, however, needs the teachers to be fully aware of their 
roles even while being trained and prepared as future teachers of English 
and reading in particular. 
In-service training of teachers is defined by Bolam (1982) quoted in 
Chepkuto (1999) as "those education and trsiining activities engaged in by 
primary and secondary school teachers and principals, following their 
initial professional certification, and intended mainly or exclusively to 
improve their professional knowledge and skills and attitudes in order that 
they can educate children more effectively." It does not necessarily mean 
that this definition would apply to primary and secondary school teachers 
dealing with children; rather it could also possibly work at the university 
and college levels dealing with grown up lesirners in EFL situations. As the 
case of this department understudy, teachers ought to train themselves 
during their service if the quality of teaching English is to improve. Table 
(4.12) showed that 6 teachers of the department were granted scholarships 
for higher studies (M.A. and Ph.D.) while being in service. This is a good 
indicator of doing well for the development of teaching both quantitatively 
and qualitatively in the Department of English. Some more steps ahead as 
in-service short term courses, seminars, symposiums, are to be given more 
consideration if university authorities are seeking a reasonable and 
considerable transition in the quality of teaching English language in 
Yemen. In a very fast developing field such as the teaching of English as 
foreign or second language, experience in terms of years are not enough 
and can not be achieved. Teachers must be kept updated with the latest of 
research advancements in the field. Otherwise, methods and techniques of 
teaching English will be out of date and less productive. 
5.2.5. Teachers' Attitude and Workload: 
In their responses to a question regarding their attitude towards teaching 
in the department of English teachers indicated that 83.3% as being 
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enjoying teaching English. Only 16.7% of them seemed to be dissatisfied 
with teaching in the department (see table 4.29). Teachers' attitude towards 
teaching EFL is as equally important as that of their students' learning 
English. If being enthusiastic to teaching, teachers would be more effective 
and productive. As observed in some teaching classes of reading, teachers 
were, no doubt, friendly but less knowledgeable in terms of teaching 
methods and techniques used for reading. 
Their workloads were, however, not burdening and much less than 
average and definitely with so much leisure time (see table 4.14). If leisure 
time was adequately employed in discussions, and even local seminars 
administered by the college, teachers will keep in touch with vast and 
varied information through such knowledge exchange activities. Teachers 
were, actually, performing less effectively and less efficiently in no match 
with what was stated by most of them enjoying teaching. They can't 
motivate their students to learn English if they themselves lack such a 
motivation. 
Having more time left, teachers would have skillfully exploited it in duties 
like taking special care of those learners having language learning 
difficulties, spending more time in remedial programs, and keeping in 
contact with the learners for genuine practice. It is true that the number of 
the learners was too much, which made it difficult for teaching to be more 
prolific. The number of learners in each class might be an additional 
burden in reducing teachers' efficiency in teaching and making use of their 
leisure time as well. 
5.2.6. Dearth of Extra-Curricular Reading Materials: 
What ever information is received from the teacher has to be, to a great 
extent, augmented by reading on the part of the learners. This contributes 
not only to their accumulation of knowledge, but also to the development of 
what is taught. Extra-curricular reading materials thus are very 
indispensable. As discussed in chapter four, the library of the college was 
too poor to support good activities in reading and to supply the learners 
with even the curricular materials. Books and references in the library 
were, in majority, outdated and there was no effort of any kind to add newly 
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published texts to the stacks of the library. It was, in short, far from being 
even simply updated. In our observation in this study, and particularly in 
teaching reading, the access to magazines, newspapers, and additional 
texts like novels and short stories in English fell short of what was 
expected. In (1.5) it was mentioned that the access to English published 
newspapers and magazines was too limited, and there were only two 
English weekly newspapers issued in Yemen and with limited circulation to 
which very few students can get access; but the majority of the students 
are denied such access. Neither the administration of the college nor the 
department of English gave any attention to get these newspapers along 
with other magazines from abroad through subscriptions and make them 
public and in the reach of the students. 
If learners get access to varied and good quantity of reading materials, 
sure, their reading profile would properly improve. As seen in figure (4.8) 
readers' interest in a lot of reading materials was too low. This simply 
because they probably do not have enough chance to have such materials 
for reading. All these together contributed negatively in the learners' profile 
of reading and that's why they were still confronted with serious problems 
even in handling simple English texts. This is why their background 
knowledge in English language was too poor. 
Having discussed the findings emerged in this study, now it is the turn 
to sum up the whole study and draw some pedagogical implications in the 
next chapter. 
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SUMMARY AND CONCLUSION 
6.0. Introduction: 
In this study, an investigation into the reading problems faced by EFL 
learners in the Department of English, College of Education, Shabwa 
Govemorate Branch, Aden University, was carried out. This study 
investigated the variables that constituted reading problems for EFL 
learners such as inference, vocabulary, reading for detail to extract 
information and facts in a given text. These were, in short, set to examine 
the learners' readability and comprehensibility in English through a battery 
of comprehension tests, cloze tests and composition tests. As a matter of 
fact, this investigation revealed that the learners lacked sufficient skills for 
efficient reading. This was clearly established through a look into their 
scores as presented in chapter four, data analysis, and as discussed in the 
preceding chapter. 
In this chapter, a chapter-wise summary would be drawn for the whole 
study and finally some pedagogical implications are to be outlined. 
6.1. Summary: 
CHAPTER ONE, the introductory chapter, in which some preliminaries 
were discussed, gave a brief account on the Republic of Yemen, its 
population, area and location. The system of education in Yemen was 
highlighted and important aspects were looked at such as inputs, process 
and outputs of such a system. 
It gave a brief account about the ladder and stages of education as well 
as the position of women at all stages of education. The higher education 
was also discussed which, in fact, witnessed a relatively vast and rapid 
improvement. 
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The s t a tus of English language was tackled in two perspectives: 
Historical and contemporary. It is really unjust what some scholars like, 
for instance, Al-Mekhlafi (1999) and Al-Hamzi (1999), among others, 
believed that English was introduced in Yemen in 1920s unsystematically 
and only after the 26^^ 1962 revolution in systematic education. This is 
probably true just for one part of Yemen; namely the northern part, but as 
a matter of fact English started much more earlier on the hands of the 
British Colonizers in Aden and subsequently in the whole occupied south 
part of Yemen. Essentially, they started establishing systematic English 
medium schools to attract the locals, especially the sons of the Sultans and 
Chiefs of the tribes. 
After seventeen years of British occupation of Aden, i.e., started 1839, 
the inauguration of the first government school took place on the hands of 
Saint G.B. Badger in 1856. Its goal was to provide clerks for the Arabic 
section in secretariat of Bombay Government in Aden (Suleiman 1994:66). 
Later on, many other schools had been established by the British. In 
1879, for instance, another government primary school was opened in 
M'alla, Aden, a third one in 1880 in Tawahi, Aden, and a fourth was opened 
in Sheikh Othman, Aden, in 1882. In 1918 the British had established the 
Government Residency School Building in Crater, Aden, (presently, the 
Military' Museum) that comprised both the primary and secondary schools 
with English as their medium of instruction (ibid: 67-8) 
During the British occupation era, a number of missionaries' schools 
were established. The medium of instruction in those schools was English 
as well (Al-Ardhi 2001:136). 
As far as certificates are concerned, for instance, the government 
secondary schools syllabus had been promoted and Senior Cambridge 
Certificate had been introduced. 
Arabic had been a compulsory subject after being for a long time a non-
compulsory one, and English remained the language of instruction in the 
secondary schools. 
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This chapter also shed light on the grade on which English is 
commencing as a subject in the syllabus of primary schools. It focused on 
the courses used in ELT in the Yemeni schools in both parts of Yemen 
before unification and after. It gave a brief account on the ELT methods in 
the Yemeni domain and revealed that GTM continues maintaining a 
prestigious profile at school level till the present. In addition to the 
teachers' familiarity with the GTM, some other reasons, for instance, the 
large classes and the absence of well-qualified English language teachers 
contributed considerably in its survival. Anyway, in search for an 
alternative, the Bilingual Method (BM) was suggested by Ghsmim (1987) for 
teaching English in schools. He suggested that Arabic should be used by 
the teacher and only the teacher not the learners when he feels it is 
fatefuUy a must, especially at the earlier stages of teaching English. A 
recommendation on using new approaches and methods for teaching 
English such as communicative approaches and recruiting well-qualified 
teachers has been made as well. 
This chapter also tackled the use of English by the learners outside the 
classroom and the role of English in present-day Yemen, since English has 
been widely used in the country and it became the lingua franca among 
those foreign nationals doing business in Yemen. Its use in all fields of life 
such as in tourism, media, and internet was discussed. 
This introductory chapter gave a brief note on the area of the study, 
Aden University, since its foundation along with its affiliated colleges; the 
College of Education, Shabwa, its establishment and the Department of 
English in particular, of which the sample of this study has been drawn. 
The scope of the study, the research problem and the justification for the 
present work has been attempted. The need for reading in an EFL context 
in Yemen has been discussed as well. 
CHAPTER TWO, related literature and theoretical background, by and 
large, represented some theoretical preliminaries for the topic of reading 
and those related to the contribution of reading problems. However, it 
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discussed the importance of reading for learners and how reading 
extensively serves just next to living among native speakers for those EFL 
learners to acquire English (Nuttall :1996), and how it is linked to the 
academic careers of the learners in EFL situations(see Alderson 1984). It 
surveyed the assumptions behind defining the reading process since Plato's 
definition of reading and the way scholars differently viewed reading. Some 
scholars believe that up till now there is no accurate definition of reading 
such as J.Carol cited in Harris et al (1983:264). Garbe (1991) stressed the 
complexity of the reading process and how simple definitions might 
misrepresent such a cognitive process and Frank Smith (1985) who has 
gone farther to challenge defining reading precisely. A selection of 
traditional and more recent definitions of reading was made, which revealed 
the decoding views of reading, the psycholinguistic view and the interactive 
views of reading as well. 
Goodman (1970) refered to reading as a 'psycholinguistic guessing game.' 
It is psycholinguistic process in that it starts with a linguistic surface 
representation encoded by a writer and ends with meaning which the 
reader constructs. Smith's views expressed in (1985:75) accord with 
Goodman's above argument that the meaning does not exist in the text 
rather it is the reader who brings meaning into the text. 
This chapter, in addition, surveyed the historical development 
commencing with the historical link between reading and writing since 
earlier stages of human development. It chronologically traced the 
advancement in the field of reading research, which is relatively new 
discipline of knowledge. Reading research in the late nineteenth century 
and the early years of the twentieth century was concerned mainly with 
eye-movement studies and with investigation of the perception of the letters 
and words when exposed to view very briefly. N. B. Smith (1965) did a 
scientific survey for the advancement of research in reading which has been 
summarized decade by decade. It traced these developments as earlier as 
the first decade of the 20**» century till the 1960s. But, the issue of reading 
in the 1960s to the 1970s has swifdy transcended this footstep to become 
more universal. People started thinking of discussing and sharing 
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information and experiences related to reading research in a more 
systematic and organized way. Congresses on reading started taking place, 
according to Morris (1972), the First World Congress, held in Paris, in 
August 1966, has marked the beginning of most existing period in the 
history of the British reading. Furthermore, in 1990s, as Grabe (1991:375) 
has asserted that "five important areas of current research which should 
remain prominent for this decade are: schema theory, language skills and 
automaticity, vocabulary development, comprehension strategies training, 
and reading- writing relations". These areas of research, and others, remain 
of great interest for scholars till the 2000s. 
A summary of the link between reading and linguistics and the 
application of linguistics into many fields, and to language teaching in 
particular, that has continued to the present day with more significant 
achievements was provided. 
It also covers the concept of the nature of reading in which many related 
aspects have been discussed such as comprehension and reading. The 
effect of reading speed, rate and flexibility of the reading and the reading 
material, and the concepts of good and poor readers are also tackled. 
A survey of the approaches of reading that are currently in effect has 
been sought in some detail. Certainly, over the last four decades three 
major reading approaches have come into existence. They are: Bottom-up 
reading process, top-down reading process, and interactive processing 
approaches. Most of what is known about reading research, including these 
approaches, has mainly originated in first language reading research. 
English as a foreign language experts and educationists should bear in 
mind the idea of how to relate this into the field of EFL reading. 
This chapter further discussed some contemporary theories in applied 
linguistics and their relation to reading such as Schema Theory ST, 
Automaticity Theory AT, and Threshold Theory TT. Reading in both first 
and second/foreign language has been attempted as well. Investigating the 
differences between EFL and NL reading is too vast an area of ample 
literature. There is clear evidence from literature that schema theory and 
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cultural background, for instance, play a significant role in both NL and 
FL/SL reading. 
Dichotomies such as those of extensive reading program ERP and 
intensive reading program IRP have been discussed, with some emphasis 
on implementing an extensive reading program that could effectively help in 
developing reading skills and strategies of the readers. Silent and oral 
reading, word attack and text attack skills, techniques of reading such as 
skimming and scanning; and how they may be effectively utilized to make 
reading more productive were also discussed in this chapter. 
This chapter also reviewed the reading habits and reader's interest, 
which are of great concern and cannot be overlooked in any reading 
program. It also highlighted the role of reading and EFL/ESL readers' 
achievement. 
Finally, the chapter gave some detail on the reading problems as 
discussed in the literature of reading research. It tackled the problems 
faced by the EFL readers at many levels lexically, syntactically, and 
semantically. Research such as that of Yorio (1971) which asserts that the 
main area EFL learners problematically confronted with is vocabulary. 
CHAPTER THREE gave a background of the methodology and the tools 
employed in gathering the raw data for this research. The sample design 
and the objective of the study were delineated. It also gave an account of 
the hypothesis on which the research is based. The tools used in collecting 
the data and the theoretical assumption behind utilizing such tools were 
discussed. Cloze tests were designed to test for the readability and 
comprehensibility. They are designed as three types: every 5 * word deleted 
test, every 6*^  word deleted test, and every 7^ word deleted test. All these 
were set to check how far a text was complex when the frequency of deleted 
words did matter. Cloze tests, generally, can possibly be used to check the 
level of readability, as said above, of a particular text. This factor is much 
related to the present study of assessing difficulties faced by foreign 
language learners reading an English prose text. Comprehension tests 
were also designed to test for the three aspects in reading skills: reading for 
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detail test, inference test, and vocabulary test. Composition tests were also 
intended to check the readers' performance in both reading and writing and 
how closely these two skills in their proficiency of language acquisition 
were. 
Other techniques have been administered such as questionnaires and 
observations of real teaching classes of reading. These aimed at eliciting 
information about the habits of reading and readers' interests along with 
investigating the methods and techniques used to teach reading in such a 
setting. As a data collection tool, direct observation may also make an 
important contribution to descriptive research. Certain types of information 
can best be attained all the way through direct assessment by the 
researcher. However, when the observation concerns aspects of material 
objects or specimen, the process is relatively simple, and may consist of 
categorizing, assessing, or counting. 
CHAPTER FOUR, the analysis of the data, the cloze tests scoring in each 
of the three tests 40 words were deleted. Students, actusilly, were to retrieve 
the exact word or the word that can be textually fit into the gap 
(acceptable). As in appendices (15-20) deleted words were serially 
numbered and identified in these charts and they are, essentially, either 
content words (nouns, adjectives, verbs, or adverbs) or functional words 
(pronouns, prepositions, determiners, or conjunctions). In scoring these 
passages, two methods were followed; the Exact Word Method (EWM) and 
the Acceptable Word Method (AWM). 
Every correct answer was awarded the mark (1) while every acceptable 
answer was awarded the mark (2), whereas wrong answers were given the 
mark (3). These marks were assigned to such categories so that the 
analysis later on would be explicit and easier in terms of statistical figures 
(see appendices 15-20). Later on, the percentages of errors for each group in 
each passage were calculated. Both percentages of correct and acceptable 
words were taken into account in the computation of the correlations with 
the other variables (tests). 
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Comprehension tests in the present study were set to examine the ability 
of the test-takers on how to guess the meaning of words and their 
formations in one passage; to comprehend the main ideas in another 
passage, and further, to check the subjects ability to infer meanings from a 
third one. Regsirding scoring, every correct answer in these tests was 
awarded the mark (1), whereas every wrong answer was given the mark (0). 
The analyses of all these tests along with the other types of tests were done 
in percentages, means, standard deviations and correlations. The data was 
presented in tables, figures and graphs to make it more obviously and 
sensibly explained. 
Two types of questionnaires were administered. The first was designed to 
obtain information about the students' reading habits, reading awareness, 
reading performance and reading tactics. The other was designed and 
distributed among the teachers of the department to elicit information 
about their opinions related to teaching English in the department and 
teaching reading in particular. These views helped in tracing, 
understanding, and diagnosing the reading problems of the EFL learners in 
this particular situation. 
Percentages were done to come to an adequate interpretation for the 
problems faced by the students in reading an English prose text. Graphs 
were also utilized along with tables to present the outcomes of the data 
analysis. Correlation analysis was run to check the relationship between 
the seven tests given to the subjects of these two groups. Particularly, 
Pearson's coefficient of correlation has been calculated to measure the 
degree of the relationship between the seven tests administered for the two 
groups of this study as in tables (4.5) and (4.6). 
CHAPTER FIVE discussed the findings of the study as represented in 
chapter four. The results of this research were discussed in two major 
perspectives: learning perspective and teaching perspective. It revealed how 
the learners were confronted with difficulties at the level of vocabulary. 
They were, really, stuck to the bottom in thinking that the meaning is 
linked to every single utterance. 
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There speed, as well, was not adequate and they were too slow in their 
answering of the questions in the tests administered for the study, in terms 
of time consumed. They also showed a very slow habit in the reading 
classes observed by the researcher. This chapter also discussed the 
problems that the learners were confronted with such as inferring, or 
reading for detail and these were discussed in detail. 
CHAPTER SIX is the summary and conclusion of this research which 
gives an outline of the whole study in a chapter-wise brief discussions given 
in the above paragraphs. It, also proposes the following pedagogical 
implications. 
6.2. Pedagogical Implications: 
The findings of the study, which explored the reading problems of the 
EFL/ESL learners in the Department of English Language, College of 
Education Shabwa, At Ataq; Aden University, have brought into the fore 
some essential matters regarding the implementation of such findings in 
the pedagogy of EFL/ESL reading. It is, then, recommended that: 
1- Balanced activities to teaching reading have the advantage of the 
motivation of learners with variety of activities should be presented 
to them. In this way we make sure of their active engagement in the 
learning process and foster their acquisition of English. 
2- Better methods in teaching reading would ensure minimizing the 
reading problems learners were confronted with in reading an 
English prose text. Teachers, then, should be equipped with updated 
methods and techniques, which would not be in effect without the 
continuing education or in-service training of the teachers to 
promote the quality of teaching English and reading in particular. 
3- An extensive reading program should be seriously thought of and 
implemented if the quality of reading is to be improved. Learners 
should be guided from learning to read to reading to learn and this 
alone will be achieved through an exposure to variety of English 
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texts. As discussed in this study, in chapters 2, 4, and 5, ERP is, in 
short, a must to booster the learners' language acquisition. 
4- As a prerequisite to the ERP, library of the college or probably the 
library of the department should be updated and new books, novels, 
stories, abridged classical novels; magazines, newspapers, and 
different types of references in English language should be 
introduced and made public at the learners' demand. 
5- A drastic shift from teacher-centered approach of teaching to 
learner-centered approach, which would ensure a reasonable 
development in the proficiency of learners in general. In any 
educational program, the learners' interests and motivations are 
essential, and the only way to enhance these things is to get learners 
involved in the learning process through implementation of learner-
centered methods of teaching reading and the other language skills. 
This can be well achieved through the practice of pair and group 
activities in reading class and other classes of English. 
6- The syllabus is, moreover, an influential feature in teaching/learning 
process in EFL situation in particular. Syllabus designers, material 
developers sind the training colleges of teachers should collaborate so 
that at the time of drafting the syllabus the colleges should be 
informed and be fully aware of what the objectives and contents of 
the syllabus entail. Consequently, the English language syllabus in 
the department of English, colleges of education, should include 
particular components for the trainee teachers. It should also have a 
clear vision on how to deal with reading in EFL situation, improve 
vocabulary acquisition, improve reading efficiency, and handle or 
assess the learner. 
7- In an EFL/ESL context such as this of this study, and in accordance 
with the research findings in 'schema theory' ST, attention is to be 
paid to the selection of reading texts and reading materials. 
Similarly, the teacher while teaching reading must pay attention to 
the differences in background knowledge and should play a decisive 
role in preparing the learners for the passage that he is teaching by 
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providing relevant background knowledge so that their schemata 
would be activated and stimulated as well. 
8- Sufficiently enough time should be allocated for teaching reading 
comprehension and reading skills in the department of English in 
the colleges of education in Aden University and the likes in Yemen 
as well. The limited number of contact hours that are now allocated 
for teaching reading is untenable. 
9- In order to produce competent students, who will be future teachers 
in schools, there should be concurrent syllabus reform, revision, or 
change in the departments of English so as to train them properly. 
Their task of teaching later on will be effective and productive. 
10-Programs like continuing education, or what so called in-service 
training, workshops, and seminars are supportive to teachers. It is 
through such programs that learners polish their skills and hence 
become effective in class. Thus, training of reading teachers and 
English language teachers, in general, remains a crucial area of 
concern. In these programs, concentration is due on teaching 
methodologies of reading gind the other skills which would be 
achieved through running short term courses, workshops, 
discussion forums, etc. 
To conclude, the rationale behind this study was to inspect and discuss 
thoroughly the reading problems of the Yemeni EFL learners of the 
Department of English college of Education, at Ataq, Shabwa; Aden 
University. Another important premise of the study was to propose some 
pedagogical and remedial measures, which based on the findings, to 
improve the teaching and leeirning of reading, as outlined in the above ten 
points. 
Teaching reading is a too much researched area in EFL/ESL context, but 
research in reading problems, particularly, at the college level in Yemen, is 
relatively a new research domain. The study attempted to bring to the fore 
both reading problems and the factors that contributed to existence of 
178 
these problems which were really unique to the Yemeni EFL situation. The 
findings of the study revealed reading problems of the learners, and the 
ways of teaching and learning reading at the college level. This, probably, 
what makes it different from other studies carried out previously in this 
research area. It is hoped that the findings of our study would be inferential 
one, in the sense that it helps in diagnosing the problems of reading in 
other colleges of education at Aden University and the other Yemeni 
universities, because of the uniformity of the settings and contexts of 
learning English. It is also an ambition that this study would raise the 
awareness of education policy makers, syllabus designers, academic 
authorities, and English language teachers of the importance of reading 
and to have a clear insight into the reading problems of EFL learners. It is, 
indeed, an aspiration that the above concerned people would arrive at 
pedagogical decisions that would make reading, in particular, more fruitful 
and efficient at all educational levels. 
179 
Bibliography 
Abunniel, M. S. (1987) Psychological, social and Educational Statistics, 
Beirut: Dar Al-Nahdhah Al-Arabia. 
Aden University (2001) "Modification committee report of English language 
diploma program in the colleges of education, Aden University," 
Aden: Faculty of Education, Dean's Office. 
Agnihotri, R. K. (1990) "A sociopsycholinguistic perspective on reading 
ability: The case of a Hindi social science textbook," Indian 
Journal of Applied Linguistics, Vol. 16, No. 2, pp. 57-73. 
Al-Ardhi, A.S.M. (2001) History of Education in Aden froml839 to 1967, 
Aden: Aden University Printing Press and Dar Al-Thaqafah Al-
Arabia, Sharjah, UAE. 
Alderson, J. C. (2000) Assessing Reading, Cambridge: CUP. 
Alderson, J. C. 8B Urquhart, A. H. (1984a) " Introduction: what is reading" 
in J.C. Alderson 8B A.H. Urquhart (eds.) (1984b) Reading in a 
Foreign Language, N.Y: Longman, pp. xv-xxviii. 
Alderson, J . C. (1996) "The testing of reading," in Nuttall, C. (19696) 
Teaching Reading Skills in a Foreign Language, Oxford: 
Macmillan Heinemann, pp. 212-228. 
Alderson, J . C. 8B Urquhart, A.H. (eds.) (1984b) Reading in a Foreign 
Language, N.Y: Longman. 
Alderson, J.C. (1984) "Reading in a foreign language: a reading problem or 
a language Problem? In J.C. Alderson 8B A. H. Urquhart 
(1984b) Reading in a Foreign Language, New York: Longman, 
pp. 1-24. 
Alderson, J . C , Bastien, S. 8B Madrazo, A.M. (1977) "A comparison of 
reading comprehension in English and Spanish, Research Unit 
Report, No. 9, Mimeo. UNMA, Mexico City. 
Al-Hamzi, A.A.M. (1999) "Pragmatic transfer and pragmatic development: a 
case study of the interlanguage of the Yemeni Arab learners of 
English", Unpublished Ph.D. Thesis, Hyderabad: Hyderabad 
University. 
Allen, J. P. B. and Corder, S. Pit (eds.) (1974) The Edinburgh Course in 
Applied Linguistics, Vol. 3 (Techniques in Applied Linguistics), 
Oxford: OUP. 
Al-Mekhlafi, M. (1999) "Question formation in the English of Yemeni 
learners of EFL: a case study of the trainee - teachers in the 
faculty of education in Sana'a University", Unpublished Ph.D. 
Thesis, Hyderabad: CIEFL. 
Anderson, J . (1971) "A technique for measuring reading comprehension 
and readability," ELT Journal, Vol. XXV, No. 2, pp. 178-182. 
Arasi, A.A. et al (2000) The Statistical Book: Aden University in 25 years, 
Aden: Aden University Printing Press. 
180 
Attamini, N.O. (2003) "Grammar translation: The dominant method in 
many ELT classrooms," Yemen Times, Issue 657, Vol.13, 7 
August, 2003,< http://www.Yementimes.com>. accessed on 26 
Sep.2003. 
Ba-Abaad, A.H. (1994) Education in the Republic of Yemen, Past, Present 
and Future: An Inclusive Study [6^ edit.), Beirut: Dar Al-Fiker Al-
Mo'aser. 
Bachman, L.F. (1985) "Performance on cloze test with fixed-ratio and 
rational deletion," TESOL Quarterly, Vol. 19, No. 3, pp. 535-556. 
Bamford, J & Day R.R. (1997) "Extensive reading: What is it? Why bother? 
The Language Teacher Online, <http:/ / 
langue.hyper.chubu.ac.jp/jalt/pub/tlt/97/may/extensive.htm> 
accessed on 12, May, 2002. 
Barbe, B.W (ed.) Teaching Reading: Selected Materials, New York: OUP 
Bamett, M. (1986) "Syntactic and lexical /semantic skills in foreign 
language reading: Importance and interaction," Modem 
Language Journal, Vol. 70, pp. 343349. 
Bamett, M. (1989) More than Meets the Eye: Foreign Language Reading, 
Englewood Cliffs, New Jersey: Prentice Hall Regents. 
Baruah, T. C. (1991) The English Teacher's Handbook, New Delhi, Sterling 
Publishers Private Limited. 
BBC (2002) "Country profile: Yemen", 
http://news.bbc.co.Uk/l/hi/world/middle east/country profile 
s/784383.stm , accessed on 7 march, 2002. 
Been, S. (1979) "Reading in the foreign language teaching programme," in 
R. Mackay et al (eds.) Reading in a Second Language: Theory, 
Organization, Practice, Rowley, Mass.: Newbury House, pp 91-
105. 
Bell, T. (1998) "Extensive reading: Why? And how?" The Internet TESL 
Journal, Vol. IV, No. 12, <http://itesli.org/Articles/Bell-
Extensive.htm> accessed on 11 May, 2002. 
Bensoussan, M. (1983) "Dictionaries and tests of EFL reading 
comprehension," ELT Journal, Vol. 37, No. 4, pp. 341-345. 
Berg, P.C. (1971) reaching Efficient Reading, Mysore: Central Institute of 
Indian Languages. 
Best, J . W. 86 Khan, J . V. (1993) Research in Education {7^ edit.), New 
Delhi: Prentice-Hall of India. 
Black, I.L. (1981) "Reading problems and instructional practice," in. G. E. 
Makinon and T.G Waller (eds.) Reading Research: Advances in 
Theory and Practice, Vol. 2, New York: Academic Press, pp.53-
94. 
Bloom, B. S. (1954) Taxonomy of Educational Objective of Cognitive Domain, 
New York: David Mackay Company. 
181 
Bolam, R. (ed.) (1982) School-Focused In-Service Training, London: 
Heinemann Education Books. 
Bright, J.A. fis McGregor, G. P. (1970) Teaching English as a Second 
Language, Essex: Longman. 
Brown, H. D. (1978) Principles of Language Learning and Teaching, 
Englewood Cliffs, N.J.: Prentice-Hall. 
Buswell, G.T. (1959) "The reading process", in B.W. Barbe (ed.) (1965) 
Teaching Reading: Selected Materials, New York: OUP, pp. 6-11. 
Byrne, D. (1964) Intermediate Comprehension Passages, Essex: Longman. 
Carrell P.L. et al (eds.) (1988) Interactive Approaches to Second Language 
Reading, New York: CUP. 
Carrell, P. L (1988) "Schema theory and ESL reading pedagogy," in P. 
Carrell, et al (eds.) Interactive Approaches to Second Language 
Reading, New York: CUP, pp.73-92. 
Carrell, P. L (1988a) "Introduction: Interactive approaches to second 
language reading", in P.L. Carrel, et al (eds.) Interactive 
Approaches to Second Language Reading, New York: CUP. 
Carrell, P.L. (1987) "Context and formal schema theory in ESL reading," 
TESOL Quarterly.vo\.2l, Nov.3PP.461-481. 
Carrell, P.L. (1988b)"Some causes of text-boundedness and schema 
interference in ESL reading" in P.L. Carrell, et al (eds.) Interactive 
Approaches to Second Language Reading, New York: CUP. 
Carrell, P.L. (1983) "Three components of background knowledge in reading 
comprehension," Language Learning, Vol. 33, No. 2, pp. 183-
207. 
Carroll, J . 8& Fredle, R.O.(eds.)(1972) Language Comprehension and the 
Acquisition of Knowledge, Washington, DC: V.H. Winston, pp. 
113-137. 
Chepkuto, P. K. (1999) "An investigation into the reading problems of the 
second language learners of English in Baringo district 
secondary schools: Kenya", Unpublished Ph.D. Thesis, New 
Delhi: JNU. 
Chomsky, C. (1973) "Reading, Writing and phonology," in F. Smith {Ed.) 
Psycholinguistics and Reading, NY: Holt, Rinehart and 
Winston, Inc, pp. 91-104. 
Clarke, M. 8B Silberstein, S. (1977) "Toward realization of psycholinguistic 
principles in the ESL reading class," Language Learning, vol.27, 
no. l , pp. 135-154. 
Clarke, M. 8B Silberstein, S. (1979) "Toward realization of psycholinguistic 
principle in ESL reading class," in R. Mackay, B. Barkman, R.R 
Jordan (eds.) Reading in a Second Language: Hypotheses, 
Organization, and Practice. Rowley, Mass.: Newbury House 
Publishers, pp. 48-65. 
182 
Clarke, M.A. (1979) "Reading in Spanish and English: Evidence from adult 
ESL students," Language Learning, Vol. 29, No. 1, pp. 121-150. 
Clay, M.M. 85 Imlach, R. (1971) "Juncture, pitch and stress as reading 
behaviour variables," Journal of Verbal Learning and Verbal 
Behaviour, Vol.10, pp. 133-139. 
Clymer, T. (1972) "What is 'reading'? Some current concepts", in A. Melnik 
SsJ. Merritt (eds.) Reading: Today and Tomorrow, London: Open 
University Press. 
Coady, J. (1979) "A psycholinguistic model of the ESL reader," in R.Mackay 
et al (eds.) Reading in a Second Language: Theory, Organization, 
Practice, Rowley, Mass.: Newbury House, pp. 5-12. 
Cobb, D. (1969) Constructive Comprehension, London: Longman. 
Cohen, A. et al (1988) "Reading English for specialized purposes: Discourse 
analysis and the use of students informants," in P. Carrell et al 
(eds.) Interactive Approaches to Second Language Reading, New 
York: CUP, pp. 152-167. 
Connelly, M. (1997) "Using C-test in English with post-graduate students," 
The ESP Journal, Vol. 16, No. 2, pp. 136-150. 
Cooper, M. (1984) "Linguistic competence of practiced and unpracticed 
non-native readers of English," in J.C. Alderson 85 A.H. Urquhart 
(Eds.) (1984b) Reading in a Foreign Language, N.Y: Longman, pp. 
122-135. 
Corder, S. Pit (1974) "Error analysis," in J . P. B. Allen, and S. Pit Corder 
^eds.) The Edinburgh Course in Applied Linguistics, Vol. 3 
(Techniques in Applied Linguistics), Oxiford: OUP, pp. 122-154. 
Corder, S. Pit (1981) Error Analysis and Interlanguage, Oxford: OUP. 
Cripvvell, K. R. (1976) What is Cloze Test? How Do I Use it? London: 
University of London, Mimeograph. 
Croft, K. (ed.) (1980) Readings on English as a Second Language for 
Teachers and Teachers Trainees {2^^^ edit.), Cambridge, Mass.: 
Winthrop Publishers, Inc. 
Cummins, J . (1979) "Cognitive/ academic language proficiency, linguistic 
interdependence, the optimum age question and some other 
matters," Working papers in Bilingualism, vol. 19, pp. 197-205. 
Cummins, J . (1991) "Conversational and academic proficiency in bilingual 
context," in Hulstijin, J 85 Matter, A. (eds.) AILA Review, Vol. 8, 
pp. 75-89. 
Cunningham, A. (1990) "Explicit versus implicit instruction in phonemic 
awareness," Journal of Experimental Child Psychology, vol. 
50, pp.429-444. 
Day, R. R. & Bamford, J. (2002) "Reaching reluctant readers," Forum, Vol. 
38, No. 3, pp.12, 
<http://exchanges.state.gov./forum/vols/vol38/no3/pl2.htm> 
183 
Day, R.R. & Bamford J. (2000) "Top ten principles for teaching extensive 
reading, Reading in a Foreign Language, Vol. 14, No. 2, 
< http: / / nflrc. hawaii. edu / rfl / Apri / 2 002 > accessed on 
28.Feb.2003. 
Devine, J. (1987) "General language competence and adult second language 
reading," in J. Devine, P., Carrell 85 D. Eskey (eds.) Research on 
Reading English as a Second Language, Washington, DC: 
TESOL. 
Devine, J. (1988) "The relationship between general language competence 
and second language reading performance: Implications for 
teaching," in Carrell, P. et al (eds.) Interactive Approaches to 
Second Language Reading, New York: CUP, pp. 260-278. 
Devine, J., Carrell, P., 86 Eskey, D. (eds.) (1987) Research on Reading 
English as a Second Language, Washington, DC: TESOL. 
Dubin, F., Eskey, D. and Grabe, W. (eds.) (1986) Teaching Second 
Language Reading for Academic Purposes, Reading, Mass.: 
Adison-wesley. 
Duffy, G.G. 86 Sherman, G.B. (1977) Systematic Reading Instruction,{2'^<^ 
edit.). New York: Harper and Row, Publishers. 
Ellis, R (1985) Understanding Second Language Acquisition, Oxford: OUP. 
Ellis, R. 86 Tomlinson, B. (1980) Teaching Secondary English, Essex: 
Longman. 
Eamon, D.B. (1978-1979) "Selection and recall of topical information in 
prose by better and poorer readers," Reading Research 
Quarterly, Vol.14, 244-257. 
Eskey, D. 85 Grabe W. B. (1988) "Interactive models for second language 
reading: Perspectives on instruction," in P. Carrell et al (eds.) 
Interactive Approaclies to Second Language Reading, New York: 
CUP, pp. 223-238. 
Eskey, D. (1973) "A model program for teaching advanced reading to 
students of English as a foreign language. Language Learning, 
vol. 23, pp. 169-184. 
Eskey, D. (1988) "Holding in the bottom: an interactive approach to the 
language problems of second language readers, in P.L. Carrel, et 
al (Eds.) (1988) Interactive Approaches to Second Language 
reading, Cambridge: CUP. 
Farhady, H. et al (1996) Testing Language Skills from Theory to Practice, (4*^  
edit.), Tehran: The Centre for Studies and Compiling University 
Books in Humanities (SAMT). 
Foosman, B. and Siegel, A. (eds.) (1986) Acquisition of Reading Skills, 
Hillsdale, New Jersey: Erlbaum. 
Francis,W.N.(1958) The Structure of American English, New York: Ronals 
Press. 
184 
Frehan, P. (1999) "Beyond the sentence: finding a balance between bottom-
up and top-down reading approaches", The Language Teacher. 
<http://www.Jalt-publications.org/tlt/files/99/frehan.htm> 
French, F. G. (1954) The Teaching of English Abroad, London: OUP. 
Fries, C.C. (1962) Linguistics and Reading, New York: Holt, Rinehart and 
Winston. 
Gabrielatos, C. (2002) "Reading loud and clear reading aloud in ELT," in 
gabrielatos. com<http: / / www.gabrielatos.com/Reading 
Aloud.htm > accessed on 10, Sep.2002. 
Gepheirt, W.J. (1970) "Application of the convergence technique to basic 
studies of the reading process. Final report," Washington, D. C : 
National Centre for Educational Research and Development, U S 
State Office of Education. 
Ghanim, M. A. 85 Motahar, M. M. (1991) " Population and education in the 
Republic of Yemen, a paper presented at the Proceedings of the 
1st National Population Policy Conference, October 26-29, 1991, 
Population and Development in the Republic of Yemen, Vol.2, 
Sana'a : Central Statistical Organization, Ministry of Palnning 
and Development. 
Ghanim, M. A. (1978) Teaching English in Democratic Yemen, Aden: 
Educational Research Centre. 
Gholamain, M. 85 Geva, E. (1999)"Orthography and cognitive factors in the 
concurrent development of basic reading skills in English and 
Persian," Language Learning, Vol. 49, No. 2, pp. 183-217. 
Gibson, E. J. 8B Levin, H. (1975) The Psychology of Reading, Mass.: MIT 
Press. 
Goldenberg, L. 85 Rasmussen, D.(1965) "Linguistics and reading," in Barbe, 
B.W. (ed.) Teaching Reading: Selected Materials, New York: OUP, 
pp.367-373. 
Goodman, K.S. (1967) "Reading: a psycholinguistic guessing game" Journal 
of the Reading Specialist, vol. 6, pp. 126-35. 
Goodman, K.S. (1971) "Psycholinguistic Universals in the reading process" 
In Frank Smith (Ed.) (1973) Psycholinguistics and Reading, NY: 
Holt, Rinehart and Winston, Inc. 
Goodman, K.S. (1973) "Analysis of oral reading miscues: Applied 
psycholinguistic," in Smith,F. (ed) Psycholinguistics and Reading, 
NY: Holt, Rinehart and Winston, Inc. 
Goodman, K.S. (1988) "The reading process", in P.L.Carrell et al (eds.) 
Interactive Approaches to Second Language Reading, NY: CUP. 
Goodman,K.S. (1985) "Unity in reading", in H. Singer 8B R. Ruddell (eds) 
Theoretical Models and Process of Reading (3^ *1 edit.) Newark,DE.: 
International Association of Reading, pp. 813-846. 
185 
Gough, P.B. (1972) "One second of reading," in J.F. Kavanagh and I. G. 
Mattingly (eds.), Language by Ear and by Eye, Cambridge, Mass.: 
MIT Press. 
Grabe, W.B. (1986) "The transition from theory to practice in reading," in 
Dubin, F., Eskey, D. and Grabe, W. (eds.) Teaching Second 
Language Reading for Academic Purposes, Reading, Mass.: 
Adison-wesley. 
Grabe, W.B. (1988) "Reassessing the term interactive", in P.L. Carrell et al 
(eds.) Interactive Approaches to Second Language Reading, NY: 
CUP. 
Grabe, W.B. (1991) "Current development in second language reading 
research", TESOL Quarterly. Vol.25, No.3, PP.. 375-406. 
Grabe,W.B.(1988) "Reassessing the term 'interactive"', in P.L. Carrell et al 
(eds.) Interactive Approaches to Second Language Reading, New 
York: CUP, pp. 56-70. 
Gray, W. S. (1965) "The nature and types of reading,' in Barbe, B.W 
(ed.) Teaching Reading: Selected Materials, New York: GUP, pp. 
46-56. 
Grellet, F. (1981) Developing Reading Skills, Cambridge: CUP. 
Groebel, L. (1988a) "A comparison of students ' reading comprehension in 
native language with their reading in the target language,' ELT 
Journal, Vol. XXXV, No. 1, pp. 54-59. 
Gupta, K. L. (2001) Statistics, (3'^ edit.), Agra: Navyug Sahitya Sadan. 
Harris, A.J. 85 Malmquist, E.J.(1973) "Research in reading", in Staiger, R.C. 
(ed.) The Teaching of Reading, UNESCO Paris: Ginn and 
Company, pp. 167-188. 
Harris, T.L. et al (1983) A Dictionary of Reading and Related Terms, New 
Delhi: Arnold-Heinemann. 
Hatch, E. & Farhady, H. (1981) Research Design and Statistics for Applied 
Linguistics, Tehran Rahnama Publications. 
Hayashi, N, (1998) Reevaluating Bottom -Up Processing in Interactive EFL 
Reading Instruction: A Case study of Japanese Senior High 
School Students, Unpublished M.A. Thesis, Tsukuba University, 
Japan, <http://www.modern.tsukuba.ac.jp/ushiro/Graduates/H 
avashi99.html >, accessed on 25,Sep.2002. 
Hill, L. A. (1966) Free Composition Book, London: OUP. 
Hosenfeld, C. (1984) "Case studies of ninth grade readers," J.C. Alderson 66 
A.H. Urquhart (Eds.) (1984b) Reading in a Foreign Language, 
N.Y: Longman, pp. 231-244. 
Howatt, R.R.P.(1984) A History of English Language Teaching, Oxford: OUP. 
Hulstijin, J 85 Matter, A. (eds)(1991) AILA Review, Vol. 8. 
Inani, S.K. (1973) Reading Techniques: An Analysis, Ajmir: Rajasthan 
Library Association. 
186 
Ingram, E. (1974) "Language testing," in Allen, J. P. B. and Corder, S. Pit 
(eds.) The Edinburgh Course in Applied Linguistics, Vol. 3 
(Techniques in Applied Linguistics), Oxford: OUP, pp. 313-343. 
Isakson, R.L. 86 Miller, J.W. (1976) "Sensitivity to syntactic and semantic 
cues in good and poor comprehenders," Journal of Educational 
Psychology, Vol.68, pp. 787-792. 
Jackson, J 91993) "Tourism in Yemen: An overview, Yemen Tourism, 
http: / / www.vementourism.com/viewdoc.php?ID=4&tarRet=articl 
es/article04.php. accessed on 4 Oct.2002. 
Jenkinson, M. D. (1973) "Ways of teaching", in Staiger, R.C.(ed.)rhe 
Teaching of Reading, UNESCO Paris: Ginn and Company,pp. 39-
60. 
Jolly, D.(1978) "The establishment of self-access Schema for intensive 
reading", paper presented at the Goethe Institute, British 
Council Colloquium on Reading. Paris, October, 1978. 
Jonz, J. (1987) "Textual cohesion and second language comprehension," 
Language Learning, Vol. 37, No. 3, pp. 400-438. 
Just , M 85 Carpenter, P (1980) "A theory of reading -from eye fixation to 
comprehension," Psychological Review, 87, pp. 329-354. 
Kamyab, G. & Tahririan, M. H. (1989) "EFL learners' strategy of employing 
S5mtactic and semantic cues in reading," Indian Journal of 
Applied Linguistics, Voll5, No. 1, pp. 44-58. 
Kitao, K. & Kitao, S.K. (1995) "Difficulties Japanese have in reading 
English", in K. Kitao, and S.K. Kitao (eds.) Teaching English: 
Theory, Research, Practice, Tokyo: Eichosha, pp. 147-
167.<http://ilc2.doshisha.ac.ip/users/kkitao/librarv/article/re 
ading.htm > 
Kitao, K. et al (eds.) (1985) TEFL in Japan: JALT 10^'^ Anniversary Collected 
Papers, Tokyo: The Japan Association of Language Teachers. 
Kothri, C. R. (1990) Research Methodology: Methods and Techniques, {2^^ 
Edit.), New Delhi: Wishwa Prakash. 
Koul, L. (1997) Methodology of Educational Research (3'"d edit.). New Delhi: 
Vikas F^iblishers House. 
LaBerge, D. 85 Samuels, S.J.(1974) " Toward a theory of automatic 
information processing in reading. Cognitive Psychology, Vol. 6, 
pp.293-323. 
Lee, J. 85 Schallert, D.L. (1997) " The relative contribution of L2 language 
proficiency and LI reading ability to L2 reading proficiency: a 
test of the threshold hypothesis in EFL context," TESOL 
Quarterly, 31 , no. 4, pp.713-739. 
Lefever, C.A.(1964) Linguistics and Teaching of Reading, New York: McGraw 
- Hill. 
187 
Levine, A. 8& Reves, T. (1998) "Interplay between reading task, readers 
variables and unknown word processing," TESL Electronic 
Journal, Vol. 3, No. 2, <http:/ /www-writing.berkelv.edu/TESL-
EJ/ei lO/al .html> accessed on 4,Sep.2002. 
Luppescu, S. & Day, R. R. (1983) "Reading, dictionaries, and vocabulary 
learning," Language Learning, Vol. 43, No. 2, pp. 263-287. 
Mackay, R. (1979) "Teaching the information-gathering skills," in R. 
Mackay, et al (eds.) Reading in a Second Language: Theory, 
Organization, Practice, Rowley, Mass.: Newbury House, pp 79-90. 
Mackay, R. Beirkman, B. Jordan, R.R (1979) Reading in a Second Language: 
Hypotheses, Organization, and Practice. Rowley, Mass.: Newbury 
House Publishers. 
Makinon, G. E. Waller, T.G (eds.)(1981) Reading Research- Advances in 
Theory and Practice, Vol. 2, New York: Academic Press. 
Markstein, L & Hirasawa, L. (1977) Developing Reading Skill: Advanced, 
Mass.: Newbury House Publishers, Inc. 
Markstein, L 85 Hirasawa, L. (1983) Developing Reading Skill: Intermediate, 
Mass.: Newbury House Publishers, Inc. 
Mason, B 86 Krashen, S. D. (1997) "Extensive reading in English as a 
foreign language," System, Vol.25, No. 1, pp91-102. 
Mathew-Bresky, R. J. H. (1978) "Multiple-choice language tests," ELT 
Journal, Vol. XXXIII, No. 1, pp. 50-56. 
McClelland, J . 85 Rumelhart, D.(1981) "An interactive activation model of 
the effect of context in perception," Psychological Review, 
Vol.88, pp. 375-407. 
McLaughlin, B. (1990) "Restructuring," Applied Linguistics, Vol. 11, pp. 
113-128. 
McNamara, J. (1970) "Comparative studies of reading and problem solving 
in two languages," TESOL Quarterly, Vol.4, pp. 107-116. 
Melnik, A. 85 Merritt, J.(eds.)(1973) Reading Today and Tomorrow, London: 
Open University Press. 
Morris, J. D. (197) "Intensive reading", ELT Journal, Vol. XXVII, No. 1, pp. 
38-47. 
Morris,J.M.(1972) "The first 'R': Yesterday, today and tomorrow," in Melnik, 
A. 86 Merritt, J.(eds.) Reading Today and Tomorrow, London: 
Open University Press, pp. 299-316. 
Munby, J. (1968) Read and Think, Harlow: Longman. 
Nagaraj, G. (1996) English Language Teaching: Approaches, Methods and 
Techniques, Calcutta: Orient Longman. 
Narayanaswamy, K.R. (1972) "An experiment in reading comprehension at 
the college level," ELT Journal, Vol. XXVI, No. 3, Pp.300-309. 
188 
Nation, P. (1997) "The language learner benefits of extensive reading," The 
Language Teacher, Vol.21, No. 5, pp. 13- 16. 
Nickle, G. (ed.)(1976) Proceedings of the 4^^^ International Congress of Applied 
Linguistics, Vol. 1, Hochschulverlag, Stuttgart. 
Nuttall, C (1996) Teaching Reading Skills in a Foreign Language, Oxford: 
Macmillan Heinemann. 
O'Neill.T., Snow, P. 86 Webb, R. (1996) Crescent: English Course for Yemen, 
Books 1,2, 3,4, 5 and 6, Oxford: OUP. 
Oakhill, J (1984) "Inferential and memory skills in children's 
comprehension of stories," British Journal of Educational 
Psychology, Vol.54, pp. 31-39. 
Oakhill, J., Beard, M. and Vincent. D (Eds.) (1995) Journal of Research in 
Reading, Vol.28 (2). 
Oiler, Jr . W. J . (1973) "Cloze tests of second language proficiency and what 
they measure," in Language Learning, Vol33, No. 1, pp. 105-
118. 
Otto, W.(ed.)(1977) Reading Problems, Boston: Adison-wesley. 
Paran, A (1997) "Bottom-up and top-down processing" English Teaching 
Professional, Issue 3, April (1997). <http: / /www.rdg.ac. /Aca 
Depts/cl/ slals/buptdown.htm> 
Perfetti, C.A.(1985) Reading Ability, Nev/York: Longman. 
Perfetti, C.A.(1986b) "Cognitive and linguistic components of reading 
ability," in B. Foosman and A. Siegel (eds.) Acquisition of 
Reading Skills, Hillsdale, New Jersey: Erlbaum. 
Potter, F. (1982) " The use of linguistic context: do good and poor readers 
use different strategies, British Journal of Educational 
Psychology, Vol.52, pp. 16-23. 
Quirk, R. et al (1985) A Comprehensive Grammar of English, London: 
Longman. 
Rayner, K. &Bertra, J.H. (1979) "Reading without fovea", science, 206, 
Pp.468-469. 
Richards, J . C. 85 Rodgers, T. C. (2001) Approaches and Methods in 
Language Teaching, Cambridge: CUP. 
Rivers, W. M. (1981) Teaching Foreign-Language Skills, Chicago: Chicago 
University Press. 
Robeck, M. C. 85 Wilson, J. A. P. (1974) Psychology of Reading, New York: 
John Wiley 8& sons. 
Robinett, B. W. (1980) "Reading English as a second language," in K. Croft 
(ed.) Readings on English as a Second Language for Teachers and 
Teachers Trainees (2"'* edit.), Cambridge, Mass.: Winthrop 
Publishers, Inc. pp. 355-367. 
189 
Robinson, H. m. (ed.)(1955) Oral Aspects of Reading, Chicago: Chicago 
University Press. 
Robinson,H.A.(ed.)(1963) Reading and the Language Arts, Chicago: Chicago 
University Press. 
Rumelhart, D.E. (1980) "Schemata: the building blocks of cognition", in 
R.J.Spiro, B.C. Bruce, 85 W.F. Brewe (eds.) Theoritical Issues in 
Reading Comprehension, P.P.33-58, Hillsdale, NJ: 
Lawreence Erlbaum Associates. 
Samuels, S.J. (1977) "Introduction to theoretical models of reading," in 
Otto, W.(ed.) Reading Problems, Boston: Adison-wesley. 
Samuels, S.J. and Kamil, M.L. (1988) "Models of the reading process," in 
P.L. Carrell, et al (eds.) (1988) Interactive Approaches to Second 
Language Reading, NY: CUP. 
Savile-Troike, A. M. (1979) "Reading and the audio-lingual method," in 
Mackay, R. et al ^eds.) Reading in a Second Language: Theory, 
Organization, Practice, Rowley, Mass.: Newbury House, pp. 13-
23. 
Schneider, W. and Fisk, A.D. (1983)"attentional theory and mechanisms for 
skilled performance." In R.A.Magill (Ed.) Memory and Control of 
Action, Pp. 119-143, NY: North- Holland Publishing Company. 
Schoonen, R. et al (1998) "Metacognitive and language -specific knowledge 
in native and foreign language reading comprehension: An 
empirical study among Dutch students in grades 6,8,and 10," 
Language Learning, Vol. 48, No. 1, pp. 71-106. 
Seaglowitz, D. et al (1991) "Lower level components of reading skills in 
higher level bilinguals: implications for reading instructions", 
AILA Review, 8, 15-30. 
Segalowitz, D. (1991) "Does advanced skill in a second language reduce 
automaticity in the first language?" Language Learning, 41 , pp. 
59-83. 
Seliger, H. W. (1972) "Improving reading speed and comprehension in 
English as a second language," ELT Journal, Vol. XXVI, No. 1, 
pp. 48-55. 
Shane, H.G. (1955) "The expanding role of oral reading in school and Ifie 
activities," in Robinson, H. M. (ed.) Oral Aspects of Reading, 
Chicago: Chicago University Press,pp.l-4. 
Sharma, R. A. (1999) Fundamentals of Teaching English, Meerut: Surya 
Publications. 
Sharma, S.(1989) Reading Habit and Reader's Interest, New Delhi: Shree 
Publishing House. 
Shimron, J. &. Sivan, T. (1994) "Reading performance and orthography: 
Evidence from Hebrew and English," Language Learning, Vol. 44, 
No. 1, pp. 5-27. 
190 
Silberstein, S.(1987) "Let's take another look at reading: twenty five years of 
reading instruction, English Teaching Fomm,Vol.25, pp. 28-35. 
Sim, D. & Bensoussan, M. (1979) "Control of contextuakized function and 
content words as it affects English as a foreign language reading 
comprehension tests scores," in R. Mackay, et al (eds.) Reading 
in a Second Language: Theory, Organization, Practice, Rowley, 
Mass.: Newbury House, pp. 36-47. 
Singer,H. 86 Ruddell, R. (eds) Theoretical Models and Process of Reading (3^ *1 
edit.) Newark,DE.: International Association of Reading. 
Singhal, M. (1998) "A comparison of LI and L2 reading: cultural differences 
and schema". The Internet TESL Journal, 
Vol.IV.http://www.itesli.org/Articles/Singhal-ReadingLlL2.html 
Smith F.[197l)Understanding Reading, New York: Holt Rinehart, and 
Winston. 
Smith, F & Holmes, D.L. (1973) "the independence of letter and meaning 
identification in reading", in F. Smith (1973) Psycholinguistics 
and Reading, NY: Holt, Rinehart £ind Winston. 
Smith, F. (1985) Reading, Cambridge: CUP. 
Smith, F. (Ed.) (1973) Psycholinguistics and Reading, NY: Holt, Rinehart 
and Winston, Inc. 
Smith, F.(1979) Reading Without Nonsense, New York: Teachers College. 
Smith, F.(1982) Understanding Reading, (3"^ ^ edit.) New York: Holt Rinehart, 
and Winston. 
Smith,N.B.( 1965) "What have we accomplished in reading? - a review of the 
past fifty years," in Barbe, B.W. (ed.) Teaching Reading: Selected 
Materials, New York: OUP, pp.37-45. 
Srivastava, R.P.(1979) The Teaching of Reading, New Delhi: Bahri 
Publications. 
Staiger, R.C.(ed.) (1973) The Teaching of Reading, UNESCO Paris: Ginn and 
Company. 
Stanovich, K. E. (1980) "Toward an interactive- compensatory model of 
individual differences in the development of reading," Reading 
Research Quarterly 16:32-71. 
Steffensen, M.S. 85 Jog-Dev, C. (1984) "Cultural knowledge and reading," in 
J.C. Alderson, 85 A.H. Urquhart (Eds.) (1984b) Reading in a 
Foreign Language, N.Y: Longman, pp. 48-61. 
Stotsky, S. (1983) "Research on reading /writing relationship: a synthesis 
and suggested directions," Language Arts, Vol. 60, pp. 627-642. 
Stott, N. (2001) "Helping ESL students become better readers: schema 
theory application 85 limitations". The Internet TESL Journal, 
VoL7, No. 11. < http://www.itesli.org/Articles/Stott-
Schemea.html> accessed on 10 May, 2002. 
191 
Strang, R. et al (1961) 3'^^ Ed, The Improvement of Reading, McGraw-Hill. 
Strickland, R.G. (1955) "Language readiness for oral reading," in Robinson, 
H. M. (ed.) Oral Aspects of Reading, Chicago: Chicago University 
Press,pp.l l-15. 
Strother, J . 8& Ulijn, J . (1987) "Does syntactic rewriting affect English for 
Science and Technology (EST) text comprehension? in J. 
Devine, P. Carrell and D. Eskey (eds.) Research in English as a 
Second Language, Washington, DC: TESOL, pp. 84-101. 
Suleiman, K.M. (1994^ Pedagogy and Education in the Southern Part of 
Yemen, Vol.1852, Sana'a: The Yemeni Centre for Studies and 
Research. 
Tabachnick, B.R.(1963) "Linguistics and reading," in H.A. Robinson (ed.) 
Reading and the Language Arts, Chicago: Chicago University 
Press. 
Taylor, I and Taylor, M,(1983) The Psychology of Reading, New York: 
Academic Press. 
Taylor, W. L. (1953) "Cloze procedure: A new tool for measuring 
readability," Journalism Quarterly, Vol. 30, pp. 415-433. 
Tickoo, M. L. (2003) Teaching and Learning English: A Sourcebook for 
Teachers and Teacher - trainers. New Delhi: Orient Longman. 
Tinker, M. and McCuUough, C. (1962), 2"^^ ed. Teaching Elementary 
Reading, N Y: Appleton- Century-Croft. 
Tinker, M.A. (1973) "Evaluating progress," in R.C. Staiger, (ed.) The 
Teaching of Reading, UNESCO Paris: Ginn and Company, pp. 
69-102. 
Trabaso, T. (1972) "Mental operations in language comprehension", in J. 
Carroll, 85 R.O.Fredle {eds.)Language Comprehension and the 
Acquisition of Knowledge, Washington,DC: V.H. Winston, pp. 
113-137. 
Ulijn, J.M. (1978) "Conceptualization in second language reading," paper 
presented at the 5*^  International Congress of Applied 
Linguistics, Montreal, Aug. 1978. 
Ulijn, J.M. and Kempen, G.A.M.(1976) "The role of the first language in 
second language reading comprehension: Some experimental 
evidence," in Nickle, G. (ed.) Proceedings of the 4^^ International 
Congress of Applied Linguistics, Vol. 1, Hochschulverlag, 
Stuttgart, pp. 495-507. 
Van Duzer, C. (1999) "Reading and the adult English language learner" 
ERIC Digest, National Center for ESL Literacy Education, 
<http://www.cal.org/ncle/digests/Read.htm > accessed on 5 
July 2002. 
Verghese, C. P. (1989) Teaching English as a Second Language, New Delhi: 
Sterling Publishers Private Limited. 
192 
Wade-Wooly, L. (1999) "First language influence on second language word 
reading: All roads lead to Rome," Language Learning, Vol. 49, No. 
3, pp. 447-471. 
Wainman, H. (1979) "Cloze testing of second language learning," ELT 
Journal, Vol. XXXIII, No. 2, pp. 125-132. 
Waller, T.G. 8B Makinon, G. E. (eds.) (1979) Reading Research: Advances in 
Theory and Practice, Vol. 1, New York: Academic Press. 
Weir, C. (1990) Communicative Language Testing, New Jersey: Prentice Hall. 
Wenden A. and Rubin, J. (eds.) (1987) Learner Strategies in Language 
Learning, London: Prentice Hall International. 
Wenden, A. (1987) "Conceptual background and utility," in A. Wenden and 
J. Rubin, (eds.) Learner Strategies in Language Learning, London: 
Prentice Hall International. 
Williams, R. 8B DsJlas, D. (1984) "Aspects of vocabulary in the readability of 
content area L2 educational textbooks: A case study," in J.C. 
Alderson 8B A.H. Urquhart (Eds.) (1984b) Reading in a Foreign 
Language, N.Y: Longman, pp. 199-210. 
Woodworth, R. S. 8B Schlosberg, H.(1965) "Eye movements in reading", in 
Barbe, B.W. (ed.) Teaching Reading: Selected Materials, New 
York: OUP, pp. 30-36. 
Yemen Tourism (2002) Tourism in Yemen; An Introduction, 
<http: / / www.vementourism.com/viewdoc.php?ID=58B=reports/r 
eport01.htm>. Accessed on 5 March 2002. 
Yemeni Government (1997) Yemeni Demographic and Maternal and Child 
Health Survey, Sana'a: Central Statistical Organization. 
Yemeni Government (1998) Yemen Human Development Report, Sana'a: 
Ministry of Development and Planning. 
Yemeni Government (1999) Statistical Year-book 1998, Sana'a: Central 
Statistical Organization. 
Yemeni Government (2001) General Report of the Results of the Inclusive 
Educational Survey for the Year 2000/2001, Sana'a: Ministry of 
Education. 
Yorio, C. A. (1971) "Some sources of reading problems for foreign-language 
learners." Language Learning, Vol. 21 , No. 1, pp. 107-115. 
Yoshida, S. (1985) "Japanese college students ' reading ability: Data from 
college English course," in K. Kitao, et al (eds.) TEFL in Japan 
JALT, 10**^  Anniversary Collected Papers, Tokyo: The Japan 
Association of Language Teachers, pp. 117-125. 
Yoshimura, F. (2000) "Automaticity theory and EFL in Japan with some 
specific application for reading. Literacy Across Cultures, Vol. 4, 
No. 1. <http: www.google.com> accessed on 7 May2003 
Yuill 8& Oakhill, J . (1991) Children Problems in Text Comprehension, 
Cambridge: CUP. 
Yule, G. (1996) The Study of Language, Cambridge: CUP. 
193 
Appendix 1 
Comprehension Test 
Passage (1) Group A 
'HE WHO LAUGHS LAST, LAUGHTS LOUDEST' 
Read the followine passase and answer the questions below: 
It was common in those days for a dockworker to slip into his pocket, as he went about 
his work, a handful of fruit, a tin of pork, or some other foodstuff that would make a welcome 
addition to his supper that evening. The police standing at the dock gates knew all about it, and 
kept a careful watch. But you may be sure we thought of a hundred or more tricks in order to 
get past them. 
Alf Higgs was one of us who had thought it all out very cleverly. One day he came out 
of the dock gates carrying a box. 
'What have you got in there?' asked Nobber, who was the bobby on duty that day. 
'A cat,' said Alf, 'but don't ask me to open the box and show you, or the devil will get 
away.' 
Alf wouldn't at first, but when Nobber insisted, he got mad, and threw it open, and out 
leapt a ship's cat, as black as ink, which darted back along the docks with Alf after it, shouting. 
Two minutes later he came out with the same box, holding the lid down tight and 
scowling angrily at the laughing Nobber, and all the way home he scowled , until he was at 
home in his own kitchen, and then he opened the box and took out a full-sized cheese, which 
had gone in there instead of the cat. 
{Adoptedfrom: Cobb, D. 1969, pp. 20-22) 
Answer the following questions: 
Q.l. The title of this story is "He who laughs last, laughs loudest". In this story who laughed 
last? 
Q.2. What is the meaning of it in "the police knew All about it? 
Q.3. Explain in your own words "Alf Higgs... had thought it all out very cleverly.' 
Q.4. "Alf wouldn't at first." What wouldn't Alf do at first? 
Q.5. When did Nobber believe there was a cat in the box? 
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Appendix 2 
Comprehension Test 
Passage (1) Group B 
THE SURPRISING COINCIDENCE 
Read the followine passaee ad answer the questions below: 
While I was walking along the road the other day I happened to notice a small brown 
leather purse lying on the pavement. I picked it up and opened it to see if I could find out the 
owner's name. There was nothing inside it except some small change and a rather old 
photograph-a picture of a woman and a young girl about twelve years old, who looked like the 
woman's daughter. I put the photograph back and took the purse to the police station, where I 
handed it to the sergeant in charge. Before I left, the sergeant made a note of my name and 
address in case the owner of the purse wanted to write and thank me. 
That evening I went to have dinner with an uncle and aunt of mine. They had also 
invited another person, a yoimg woman, so that there would be four people at table. The young 
woman's face was familiar, but I could not remember where I have seen it. I was quite sure 
that we had not met before. In the course of conversation, however, the young woman 
happened to remark that she had lost her purse that after noon. I at once remembered where 1 
had seen her face. She was the young girl in the photograph, although she was now much 
older. Of course she was very surprised when I was recognized her face from the photograph I 
had found in the purse. My uncle insisted on going round to the police station immediately to 
claim the purse. As the police sergeant handed it over, he said that it was a remarkable 
coincidence that I had found not only the purse but also the person who had lost it. 
(Adoptedfrom: Byrne, D. 1970, pp. 5-6) 
Answer the following questions: 
Q. 1. What did the writer find in the purse? 
Q.2. How did the writer recognize the young woman? 
Q.3. Why did the sergeant make a notice of the writer's name and address? 
Q.4. Where did they go to get the purse back? 
Q.5. How did the young woman feel when the writer described her purse? 
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Appendix 3 
Comprehension Test 
Passage (2) Group A 
MOTHERHOOD IN A CHANGING WORLD: WOMEN IN GHANA 
Read the followine passase carefully and answer the questions below: 
Most women in Ghana—the educated zind illiterate, the urban and rural, the young and 
old—work to earn an income in addition to maintaining their roles as housewives and mothers. 
Their reputation for economic independence, self-reliance, and hard work is well known and 
well deserved. 
Most of Ghana's workingwomen are farmer and traders. Only one woman in five, or 
ever fewer, can be classified as simply housewives. Even these women often earn money by 
sewing or by backing and cooking things to sell. They also maintain vegetable gardens and 
chicken farms. Indeed, the woman who depends entirely upon her husband for her support is 
looked upon with disfavor. 
Nine out of ten women fifteen years of age and over are married. Women say they 
would like to have six or more children, and in fact an average of seven children is bom to 
every woman. In short, the normal life pattern for most Ghanaian women is to combine an 
active role in the economy with an active role as housewife and mother of a large family. 
How do these working mothers cope with their multiple responsibilities in the home 
and on the job? Traditionally the tasks of motherhood have been shared. Mothers and sisters, 
grandmothers and nieces all helped to raise the children and to carry out daily tasks, including 
housework, trading and farming activities. As the family grew, older brothers and sisters also 
helped to care for the younger ones and helped in the home. 
Today with more children going to school, with more people moving away from their 
traditional homes where support fi-om their family would be provided, how can mother cope 
with her many responsibilities? Not only must she continue her income-production activities, 
but she must take on such heavy, time-consuming housework as carrying water and firewood, 
grinding and pounding, along with her frequent burden of pregnancy, nursing, baby and child 
care. 
Some new ideas are being tried. One of these is family planning to help reduce family 
size. Another helpfiil solution is the day care center, but this is available mainly in urban areas, 
and usually the fees are too high for the poor. Ghana today is looking for new v/ays to meet the 
needs of women and their families so women can continue to play their multiple roles in the 
home and in the economy. 
(Adaptedfrom: Markistein & Hirasawa, 1982, pp. 1-12) 
Answer the following questions: 
A) ANALYSIS OF IDEAS AND RELATIONSHIPS: Circle the letter next to the best answer. 
1. The main idea of paragraph 1 is that: 
a) women in Ghana are lazy. 
b) women in Ghana work and maintain families. 
c) most women in Ghana are young. 
2. In paragraph 1, the words inside the dashes (—) describes. 
a) a few of women in Ghana. 
b) the non-working women. 
c) most of the women in Ghana. 
3. The main idea or paragraph 2 is that: 
a) one woman in five is a housewife. 
b) Some women don't want to earn money. 
c) Even the non-working women try to earn money. 
4. According to the last sentence in paragraph 2, what do people in Ghana prefer? 
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a) A woman who does not work at all. 
b) A woman who works. 
c) A woman who doesn't marry. 
5. Paragraph five gives examples of: 
a) ideas for future. 
b) the traditional way of life for mothers. 
c) the current situation. 
B) INTERPRETATION OF WORDS AND PHRASES: circle the letter next to the best 
answer. 
1. a)" Their reputation is well deserved" means: 
b) there are good reasons why they are respected. 
c) four out of five women work. 
2. Indeed, they are looked upon with disfavor, 
a) often 
b)only 
c) in fact 
3. In fact, women have an average of seven children. 
a) the truth is . 
b) no one really knows. 
c) perhaps. 
4. In short, the normal pattern is to work and be a mother too. 
a) to summarize 
b) certainly 
c) at last. 
5. Ghana is looking for ways to meet the needs of women and their families. 
a) say hello to 
b) provide what is needed for. 
c) give money to. 
C- COMPREHENSION CHECK: Read the following sentences an decide whether 
they are True or False. 
a. ( ) Most women in Ghana work. 
b. ( ) Most people in Ghana disapprove of working Women. 
c. ( ) Housewives never earn any money in Ghana. 
d. ( ) The average woman in Ghana has seven children. 
e. ( ) Traditionally, the tasks of motherhood have been shared by 
family members. 
f. ( ) Ghana wants to help the women continue their multiple roles. 
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Appendix 4 
Comprehension Test 
Passage (2) Group B 
ISLAMIC CUSTOMS LIMIT KUWAITI WOMEN 
Read the foUowine passage and answer the questions below: 
"Islamic law is very good for the equality of women; "Said Dr. Badria al-Awadhi, 
Kuwait's first woman law professor, "but the people who interpret the Islamic law are men", 
And they try to do it in a way that is right for them and not for us." 
"Us" are the women of Kuwait, many of whom are becoming educated, some of who m 
have professional careers, and none of whom is allowed to vote. Like women in other 
westernizing Third World societies, Kuwait females are demanding their rights and over-
turning conventions. But in a country where until recently women were shrouded behind black 
veils, progress can be agonizingly slow. 
"We are the sacrificial generation," Dr. Al-Awadhi said. "We want to prove our selves 
as women, that we are equal, that we could do the same job as men. But at the same time,, we 
lost one thing - the family. Most of us in this position, I could say, are not married." 
Dr. Badria al-Awadhi, the first female dean of Kuwait University's School of Law and 
Shariah (Islamic Law), is in a profession totally dominated by men. At 35, she is responsible 
for a law school faculty of 42 men. With a doctorate in international law and a wide record of 
publications. Dr. al-Awadhi said her male colleagues, many of whom are non-Kuwaitis, didn't 
resist that much. 
But like all pioneers, she paid a price. "I feel that I gave up making my own family for 
my degree", said the doctor of law at her desk in the cavernous office. "I had to balance two 
things- a husband and children or this career. I prefer to be a career woman. "Men my age 
didn't want to marry a woman who was on the same level as them," she said while her tow 
male secretaries brought papers to sign. " They took those lower than them. Society in Arab 
east looked on a man very badly if his wife was on the same level as him." 
Educated women even found difficulties with prospective mothers-in law. "When you 
marry here, you marry the whole family," said Dr. al-Awadhi. "The husband usually took the 
wife to live with his family. So if you're a man and you have a very educated wife and your 
mother doesn't know how to read - well, it is very difficult." 
The problems she faced may not confi-ont Dr. al-Awashi's female students. Females 
make up 51 percent of Kuwait University's students, and they attend classes wearing the latest 
fashions of Paris and Rome. "Before, a man had to choose between educated and non-
educated, "Dr. al-Awadhi said. "Now almost all young women are educated. A man doesn't 
have a choice anymore." 
Dr. al-Awadhi was one of six children of a wealthy Kuwaiti trader, who died when she 
was young. Her elder brother, Kuwait's minister of health (1980), pushed her and her sisters to 
take up profession. When the parliament in session. Dr. al-Awadhi lobbies the all-male 
leadership of Kuwait to grant women the right to vote and hold office. 
(Adoptedfrom: Markstein & Hirasawa, 1977, pp. 21-36) 
Answer the following questions: 
A- ANALYSIS OF IDEAS AND RELATIONSHIPS: 
Circle the letter next to the best answer: 
1. This article is about: 
a. Islamic life in modem-day Kuwait. 
b. Social changes in Kuwait. 
c. Problems faced by professional women in Kuwait. 
2. Dr. Badria al-Awadhi's remarks are particularly important because: 
a. she is an international lawyer and an expert in Islamic Law. 
b. she is Kuwaiti women 
c. she is a Kuwaiti women and a leader in a totally male dominated field. 
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3. Why is Dr.Badria al-Awadhi referred to as a pioneer? 
a. Because she is one of the first highly educated Kuwaiti women. 
b. Because she has an adventurous spirit. 
c. Because she is not afraid to try new things. 
4. Which statement is NOT true? 
a. Social customs in Kuwait are changing. 
b. There is resistance to social changes in Kuwait. 
c. Social changes occur quickly. 
5. The writer of this Eirticle is: 
a. sympathetic to educated Kuwaiti women. 
b. sympathetic to the position of Kuwaiti men. 
c. critical to the position of educated women in Kuwait. 
B- INTERPRETATION OF WORDS AND PHRASES: 
Circle the letter next to the best answer: 
1. "'We are the sacrificial generation.' Dr. al-Awadhi said. "This means that the first 
generation of educated Kuwaiti women: 
a. was not successful in receiving professional acceptance fi-om men. 
b. had to give up some thing : having a family. 
c. was able to attain both personal and professional goals. 
2. In the phrase, "Kuwait University's School of Law and Shariah (Islamic Law)," Why 
Islamic law is written in parentheses? 
a. To show that Shariah and Islamic law means the same thing. 
b. To show that Islamic law is a division of Shariah. 
c. To show that Islamic law is less important than Shariah. 
3. "Men my age didn't want to marry a woman who was on the same level as - them..." 
Level here refers to: 
a. population level 
b. Social class level 
c. economic level 
4. "They took those lower than them." This means that Kuwaiti men married women who 
were: 
a. from a lower class 
b. not educated as they were 
c. fi-om poor families. 
5. Take up a profession means: 
a. to marry some one with a profession. 
b. to study to become a professional in some field. 
c. to respect people in professions. 
C- COMPREHENSION CHECK: Are these statements TRUE or FALSE: 
a. ( ) Islamic law supports the equality of women. 
b. ( ) Islamic law forbids the education of women 
c. ( ) Islamic law is usually interpreted by women. 
d. ( ) More than half of the lawyers in Kuwait are now women. 
e. ( ) Women are not allowed to attend the University in Kuwait. 
f. ( ) Dr. al-Awadhi had to choose between a family and a career. 
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Appendix 5 
Comprehension Test 
Passage (3) Group A 
THE CRIME OF THE MONTH 
Read the foUowins passase and answer the questions below: 
Crime has its own cycles, a magazine reported some years ago. Police records that were 
studied for five years from over 2,400 cities and towns show a surprising link between changes 
in the season and crime patterns. 
The pattern of crime has varied very little over a long period of years. Murder reaches its 
high during July and August, as do rape and other violent attacks. Murder, moreover, is more 
than seasonal: it is a weekend crime. It is also a nighttime crime: 62 percent of murders are 
conmiitted between 6 p.m. and 6 a.m. 
Unlike the summer high in crimes of bodily harm, burglary has a different cycle. You are 
most likely to be robbed between 6 p.m. and 2 a.m. on a Saturday night in December, January, 
or February. The most uncriminal month of all? May-except for one strange statistic. More dog 
bites are reported in this month than in any other month of the year. 
Apparently our intellectual seasonal cycles are completely different from our criminal 
tendencies. Professor Huntington, of the Foundation for the Study of Cycles, made extensive 
studies to discover the seasons when people read serious books, attend scientific meetings, 
make the highest scores on examinations, and propose the most changes to patents. In all 
instances, he found a spring peak and an autumn peak separated by a sxmimer low. On the other 
hand. Professor Himtington's studies indicated that June is the peak month for suicides and 
admissions to mental hospitals. June is also a peak month for marriages! 
Possibly, scoring thermometers and high humidity bring on our strange and terrifying 
summer actions, but police officials are not sure. "There is, of course, no proof of a connection 
between humidity and murder," they say. "Why murder's high time should come in the 
summertime we really don't know." 
(Adoptedfrom: Markstein & Hirasawa, 1982, pp. 39-55) 
Answer the following questions: 
I. Circle the letter next to the best answer: 
1. Murder, Moreover, is a weekend Crime; moreover means: 
a. only 
b. rarely 
c. also 
d. occasionally 
2. Unlike the summer high in crimes of bodily harm, burglary occurs in the winter; unlike 
means: 
a. if you do not like 
b. the same as 
c. different from 
d. unusual 
3. Apparently our intellectual cycles are different; apparently means: 
a. surprisingly 
b. unfortvmately 
c. evidently 
d. willingly 
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4. Possibly soaring thermometers brins on our strange summer actions: 
(1) possibly means: (2) bring on means: 
a. perhaps a. carry 
b. definitely b. cause 
c. easily c. finish 
d. carefully d. reduce 
II. Explain the meanings of the following words: 
(1) surprising 
(2) varied 
(3) violent 
(4) burglary 
(5) indicated 
III. From this list, choose a synonym for the words in bold type in each sentence: 
a lot of flew high showed 
changes frightening trend 
connection high point 
files patterns 
1. The Crime cycles change in each month. 
2. The department store keeps records of all its customers. 
3. Is there a link between hot weather and murder? 
4. The weather varies from month to month. 
5. There is a tendency these days for more people to go to college 
6. Mr. Schneider has extensive experience in repairing cars. 
7. Mr. Albert reaches the peak of his career when he becomes president of the Company. 
8. The report indicated that more robberies occur in the winter. 
9. The bird soared up into the sky. 
10. The monster movie was terrifying! 
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Appendix 6 
Comprehension Test 
Passage (3) Group B 
TWO BILLION MORE PEOPLE BYCENTURY'S END 
Read the followine passase and answer the questions below: 
The world's exploding population signals even more growing pains ahead for already 
crowded areas. A new United Nations study forecasts that by the year 2000, 2 billion persons 
will be added to the 4.4 billion in the world today. 
Even more troubling than the increasing number of inhabitants are the projections of where 
they will be concentrated. The study by Rafael M. Salas, executive director of the U.N. Fund 
for Population Activities, notes that by the year 2000: 
• Nearly 80 percent of all people will live in less developed countries, many hard pressed 
to support their present populations. That compares with 70 percent today. 
• In many of these Third World lands, metropolises will become centers of concentrated 
urban poverty because of a flood of migration from rural areas. 
• The bulging centers, mainly in Asia and Latin America, will increasingly become 
fertile fields for social unrest. More young residents of the urban clusters will be better 
educated, unemployed, and demanding of a better lifestyle. 
To slow the rush to urban centers, countries wdll have to vastly expand opportunities in the 
countryside, the study suggests. Says Salas: "The solution to the urban problem lies as much in 
the rural areas as in the cities themselves." 
Worldwide, the number of large cities will multiply. Now 26 cities have 5 million or more 
residents each and a combined population of 252 million. By the end of the decade, the number 
will escalate to 60, with an estimated total of almost 650 million people. 
In the more developed covmtries of North America and Europe, however, the growth 
trend for two decades has been away from urban clusters. In the United States, for instance. 
Only three urban areas— centered on New York. Los Angeles, and Chicago - are among the 
top 25 population agglomerates in the world. By 2000, only two. New York and Los Angeles 
will be in the top 25. 
Ray of hope: The world population now is growing by 1.8 percent a year; by 2000, the 
rate is expected to drop to 1.6 percent as individual women have fewer children in their 
lifetimes. 
(Adoptedfrom: Markstein & Hirasawa. 1977, pp.3-7) 
Answer the followine questions: 
I. Circle the letter next to the best answer: 
1. "The world's exploding population signals even more growing pains "; even more 
means: 
a. quiet 
b. regular 
c. additional 
d. normal 
2. Nearly 80 percent of all people will live in less developed countries; nearly means; 
a. living near each other 
b. more than 
c. almost 
d. actually 
3. Many Third World lands will become centers of urban poverty; Third World means: 
a. one - third of the world's population 
b. industrialized 
c. less developed 
d. more developed 
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By the end of the decade, the estimated total will be almost 650 million people; 
(1) decade means (2) estimated total means: 
a. 3 months a. approximate number 
b. 5 years b. exact number 
c. 2 weeks c. wild guess 
d. 10 years d. wrong figures 
II. Explain the meanings of the following words: 
(1) exploding 
(2) inhabitants 
(3) metropolises 
(4) escalate 
(5) agglomerates 
III. From this List, choose a synonym for the word in bold type in each sentence: 
to crowed together must to rise 
to hurry pattern total 
inhabitant to predict swollen 
group 
1. This study forecasts a shift in population growth. 
2. Thirty Percent of Japan's population is concentrated aroimd Tokyo. 
3. The bulging centers of population will cause problems for Third World countries. 
4. The residents of my city are concemed.about pollution and housing problems. 
5. Cities near each other will grow until they form urban clusters. 
6. Many countries have to expand opportunities in the countryside. 
7. Population problems have escalated quickly in the past few years. 
8. The worldwide trend is towards smaller families. 
9. The population is rushing to urban centers. 
10. The combined population of the 26 largest cities is 252 million. 
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Appendix 7 
Cloze Test 
Passage (1) Group A 
Fill in the appropriate words in the saps left in the followins passage: 
It was common in those days for a dock worker to slip into his pocket, as he went about his 
work, a handful of fruit, a tin of pork, or some other foodstuff that would make a welcome 
addition to his supper that evening. The police standing at 
0) 
dock gates knew all It, and kept a watch. But you may sure we 
(2) (3) (4) 
thought of hundred or more tricks order to get past 
(5) (6) (7) 
Alf Higgs was one us who had thought all out very cleverly 
(8) (9) (10) 
day he came out the dock gates carrying box. 
(11) (12) 
'What have you in there?' asked Nobber, was the bobby on 
(13) (14) 
that day. 
(15) 
'A cat, ' Alf, 'but don't ask to open the box show you, 
(16) (17) (18) 
or the will get away.' 
(19) 
'A ' said Nobber. 'Is the story you'd like to believe? Come 
(20) (21) (22) 
on, open it up and me see what you've inside.' 
(23) (24) (25) 
'Alf wouldn't at , but when Nobber insisted, got mad, and 
(26) (27) 
threw open, and out leapt ship's cat, as black ink, 
(28) (29) (30) 
which darted back the docks with Alf it, shouting. 
(31) (32) 
Two minutes he came out with same box, holding the 
(33) (34) 
down tight and scowling at the laughing Nobber, 
(35) (36) 
all the way home scowled, until he was home in 
(37) (38) (39) 
his own , and then he opened the box and took out a fiiU-sized cheese, 
(40) 
which had gone in there instead of the cat.. 
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Appendix 8 
Cloze Test 
Passage (1) Group B 
Fill in the appropriate words in the eaps left in the followine passage: 
While I was walking along the road the other day I happened to notice a small brown 
leather purse lying on the pavement. I picked it up opened it to see 
(1) (2) 
I could find out owner's name. There was inside it except some 
(3) (4) 
change and a rather photograph- a picture of woman and a 
(5) (6) (7) 
a young about twelve years old, looked like the woman's 
(8) (9) 
I put the photograph and took the purse the police station, 
(10) (11) (12) 
where handed it to the in charge. 
(13) (14) 
Before I , the sergeant made a of my name and in case the 
(15) (16) (17) 
owner the purse wanted to and thank me. That I went to 
(18) (19) (20) 
have with an uncle and of mine. They had invited another 
(21) (22) (23) 
person,a woman, so that there be four people at 
(24) (25) (26) 
The young woman's face familiar, but I could remember where 
(27) (28) 
I had it. I was quite that we had not before. In the 
(29) (30) (31) 
course conversation, however, the young happened to remark 
(32) (33) 
that had lost her purse afternoon. I at once where I 
(34) (35) (36) 
had seen face. She was the girl in the photograph, she 
(37) (38) (39) 
was now much Of course she was very surprised when I was able to describe 
(40) 
her purse to her . Then I explained that I had recognized her face from the photograph I had 
found in the purse. My uncle insisted on going round to the police station immediately to claim 
the purse. As the police sergeant handed it over, he said that it was a remarkable coincidence 
that I had found not only the purse but also the person who had lost it. 
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Appendix 9 
Cloze Test 
Passage(2) Group A 
Fill in the appropriate words in the saps left in the foUowins passaee: 
Most women in Ghana-the educated and illiterate, the urban and rural, the young and 
old-work to earn an income in addition to maintaining their roles as housewives and mothers. 
Their reputation for economic independence, self-reliance, and hard work is well known and 
well deserved. 
Most of Ghana's working women farmers and traders. Only one 
(1) 
in five or even, more be classified as simply housewives 
(2) (3) (4) 
these women often, earn money sewing or by baking and 
(5) (6) 
things to sell. They also vegetable gardens and chicken farms 
(7) (8) 
, the woman who depends entirely her husband for her support 
(9) (10) 
looked upon with disfavor. 
Nine often women fifteen years age and over are married 
(11) (12) 
say they would like to six or more children, and 
(13) (14) (15) 
fact an average of seven is bom to every woman short, the 
(16) (17) 
normal life patter most Ghanaian women is to is to an active role 
(18) (19) 
in the with an active role as and mother of a large 
(20) (21) (22) 
How do these working mothers with their multiple responsibilities in 
(23) 
home and on the job? the tasks of motherhood have 
(24) (25) 
shared. Mothers and sisters, grandmothers, nieces all help 
(26) (27) 
to raise children and to carry out tasks, including housework, 
(28) (29) 
trading and activities. 
(30) 
As the family grew, brothers and sisters also helped care for 
(31) (32) 
the younger ones helped in the home. 
(33) 
Today more children go to school, more people moving away from 
(34) (35) (36) 
traditional homes where support from their would be provided, how can 
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(37) 
cope with her many responsibilities? only must she continue her 
(38) (39) 
production activities, but she must take on such heavy, time- consuming 
(40) 
housework as carrying water and firewood, grinding and pounding, along with her frequent 
burden of pregnancy, nursing, baby and child care. 
Some new ideas are being tried. One of these is family plarming to help reduce family 
size. Another helpful solution is the day care centre, but this is available mainly in urban areas, 
and usually the fees are too high for the poor. Ghana today is looking for new ways to meet the 
needs of women and their families so women can continue to play their multiple roles in the 
home and in the economy. 
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Appendix 10 
Cloze Test 
Passage (2) Group B 
Fill in the appropriate words in the gaps left in the foUowins passaee: 
"Islamic law is very good for the equality of women;" Said Dr. Badria al-Awadhi, Kuwait's 
first woman law professor, "but the people who interpret the Islamic law are men. And they try 
to do it in way that is right for them and no not for us". 
"Us" are the women of , many of whom are becoming some of 
(1) (2) 
whom have professional , and none of whom is to vote like women 
(3) (4) 
in westernizing Third world societies, Kuwait are demanding 
(5) (6) 
their rights and turning conventions, But in a where until recently 
(7) (8) 
women were behind black veils, progress can agonizingly slow. 
(9) (10) 
"We are the generation. "Dr al-Awadhi said." Want to prove our 
(11) (12) 
selves women, that we are equal, we could do the same 
(13) (14) (15) 
as men. But at the same time, we lost one thing- family. Most of 
(16) (17) 
us in position, I could say, are married." 
(18) (19) 
Dr. Badria al-Awadhi, the female dean of Kuwait university's 
(20) 
of law and Shariah (Islamic ), is in a profession totally 
(21) (22) (23) 
by men. At 35, she is responsible for a law school of42men.Witha 
(24) (25) 
in international law and a record of publications, Dr. al-Awadhi said 
(26) (27) 
male colleagues, many of whom non-Kuwaitis, didn't resist that 
(28) (29) 
But like all pioneers, she a price. "I feel that gave up making 
(30) (31) 
my own fro my degree," said the oflawather desk 
(32) (33) (34) 
the cavernous office. "I had balance two things-a husband 
(35) (36) 
children of this career prefer to be a career men my age 
(37) (38) 
didn't want marry a woman who was the same level. as them, 
(39) (40) 
"She said while her two male secretaries brought papers to sign. "They took those lower than 
them. Society in Arab east looked on a man very badly if his wife was on the same level as 
him." 
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Appendix 11 
Cloze Test 
Passage (3) Group A 
Fill in the appropriate words in the gaps left in the followine passage: 
Crime has its own cycles, a magazine reported some years ago. Police records that were 
studied for five years firom over 2,400 and towns show a surprising 
link changes in the season and crime 
(2) (3) 
The pattern of crime has varied little over a long period of. 
(4) (5) 
Murder reaches its high during July August, as do rape and other 
(6) (7) 
attacks. Murder, moreover, is more than : it is a weekend crime. 
(8) 
It also a nighttime crime: 62 percent of are committed between 
(9) (10) 
6 p.m. and 6 a.m the summer high in crimes of. harm, burglary has a 
(11) (12) 
different cycle are most likely to be robbed 6 p.m. and 2 a.m. on 
(13) (14) 
a Saturday in December, January, or February. The imcriminal 
(15) (16) 
month of all? May-except one strange statistic. More dog bites 
(17) (18) 
reported in this month than in other month of the year. 
(19) 
Apparently intellectual seasonal cycles are completely different 
(20) (21) 
our criminal tendencies. Professor Huntington, of Foundation for the 
(22) 
Study of Cycl es, extensive studies to discover the seasons people read 
(23) (24) 
serious books, attend scientific , make the highest scores on examinations, 
(25) 
propose the most changes to patents all instances, he found a spring 
(26) (27) 
and an autimm peak separated by summer low. On the other hand, 
(28) (29) 
Huntington's studies indicated that June is peak month for suicides 
(30) (31) 
and admissions mental hospitals. June is also a month for marriages! 
(32) (33) 
Possibly, soaring thermometers high humidity bring on our 
(34) 
strange terrifying summer actions, but police officials not sure . "There 
(35) (36) 
is, of course, proof of a connection between humidity murder," they 
(37) (38) 
say. "Why murder's high should come in the summertime we don't 
(39) (40) 
know. 
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Appendix 12 
Cloze Test 
Passage (3) Group B 
Fill in the appropriate word in the saps left in the foUowim passage: 
The world's exploding population signals even more growing pains ahead for already 
crowded areas. A new united nations study forecasts that by the year 2000, 2 billion persons 
will be added to the 4.4 billion in the world today. 
Even more troubling than the increasing of inhabitants are the 
0) 
projections of. they will be concentrated. The study Rafael M.Salas, 
(2) (3) 
executive director of. U.N. Fund for Population Activities, notes by the 
(4) (5) 
year 2000: 
• Nearly 80 of all people will live in developed countries, many 
(6) (7) 
hard pressed to their present populations. That compares with 70 
(8) (9) 
today. 
• In many of these Third lands, metropolises will become centers of 
(10) 
urban poverty because of a flood migration from rural areas. 
(11) (12) 
• The bulging , mainly in Asia and Latin America increasingly 
(13) (14) 
become fertile fields for social More young residents of the urban 
(15) (16) 
will be better educated, employed, and of a better lifestyle. 
(17) 
To slow rush to urban centers, countries will to vastly expand 
(18) (19) 
opportunities in the the study suggests. Says Salas: "The to the urban 
(20) (21) 
problem lies as in the rural areas as in cities themselves." 
(22) (23) 
Worldwide, the number of cities will multiply. Now 26 cities 5 million 
(24) (25) 
or more residents each and combined population of 252 million. B the 
(26) (27) 
of the decade, the number will to 60, with an estimated total of 650 
(28) (29) 
million people. 
In the more developed of North America and Europe, however growth 
(30) (31) 
trend for two decades has away from urban clusters. In the States, for 
(32) (33) 
instance. Only three urban entered on New York. Los Angeles, Chicago-
(34) (35) 
-are among the top 25 population agglomerates the world. By 2000. Only two, 
(36) 
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New and Los Angeles, will be in op 25. 
(37) (38) 
Ray of hope: The world population is growing by 1.8 percent a year; 
(39) 
2000, the rate is expected to drop to 1.6 percent as individual women have 
(40) 
fewer children in their lifetimes. 
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Appendix (13) 
Deleted Words in the Cloze Tests 
Group A 
Passage 1 
No 
1-
2-
3-
4-
5-
6-
7-
8-
9-
10-
Word 
The 
About 
Careful 
Be 
A 
In 
Them 
Of 
It 
One 
No 
11-
12-
13-
14-
15-
16-
17-
18-
19-
20-
Word 
Of 
A 
Got 
Who 
Duty 
Said 
Me 
And 
Devil 
Cat 
No 
21-
22-
23-
24-
25-
26-
27-
28-
29-
30-
Word 
That 
Me 
Lad 
Let 
Got 
First 
He 
It 
A 
As 
No 
31-
32-
33-
34-
35-
36-
37-
38-
39-
40-
Word 
Along 
After 
Later 
The 
Lid 
Angrily 
And 
He 
At 
Kitchen 
Passage 2 
No 
1-
2-
3-
4-
5-
6-
/ ~ 
8-
9-
10-
Word 
Are 
Women 
Fewer 
Even 
By 
Cooking 
Maintain 
Indeed 
Upon 
Is 
No 
11-
12-
13-
14-
15-
16-
17-
18-
19-
20-
Word 
Out 
Of 
Women 
Have 
In 
Children 
In 
For 
Combine 
Economy 
No 
21-
22-
23-
24-
25-
26-
27-
28-
29-
30-
Word 
Housewife 
Family 
Cope 
That 
Traditionally 
Been 
And 
The 
Daily 
Farming 
No 
31-
32-
33-
34-
35-
36-
37-
38-
39-
40-
Word 
Older 
To 
And 
With 
With 
Their 
Family 
Mother 
Not 
Income 
Passages 
No 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Word 
Number 
Here 
By 
The 
That 
Percent 
Less 
Support . 
Percent 
World 
No 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
Word 
Concentrated 
Of 
Centres 
Will 
Unrest 
Clusters 
Demanding 
The 
Have 
Countryside 
No 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
Word 
Solution 
Much 
The 
A 
Have 
A 
End 
Escalated 
Almost 
Countries 
No 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
Word 
The 
Been 
United 
Areas 
And 
In 
York 
The 
Now 
By 
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Appendix (14) 
Deleted Words in the Cloze Tests 
Group B 
Passage 1 
No 
I-
2-
3-
4-
5-
6-
7-
8-
9-
10-
Word 
And 
If 
The 
Nothing 
Small 
Old 
A 
Girl 
Who 
Daughter 
No 
11-
12-
13-
14-
15-
16-
17-
18-
19-
20-
Word 
Back 
To 
I 
Sergeant 
Left 
Note 
Address 
Of 
Write 
Evening 
No 
21-
22-
23-
24-
25-
26-
27-
28-
29-
30-
Word 
Dinner 
Aunt 
Also 
Young 
Would 
Table 
Was 
Not 
Seen 
Sure 
No 
31-
32-
33-
34-
35-
36-
37-
38-
39-
40-
Word 
Met 
Of 
Women 
She 
That 
Remember 
Her 
Young 
Although 
Older 
Passage 2 
No 
1-
2~ 
3-
4-
5-
6-
7-
8-
9-
10-
Word 
Kuwait 
Educated 
Career 
Allowed 
Other 
Female 
Over 
Country 
Shrouded 
Be 
No 
11-
12-
13-
14-
15-
16-
17-
18-
19-
20-
Word 
Sacrificial 
We 
As 
That 
Job 
Same 
The 
This 
Not 
First 
No 
21-
22-
23-
24-
25-
26-
27-
28-
29-
30-
Word 
School 
Law 
Dominated 
Faculty 
Doctorate 
Wide 
Her 
Are 
Much 
Paid 
No 
31-
32-
33-
34-
35-
36-
37-
38-
39-
40-
Word 
I 
Family 
Doctor 
In 
To 
And 
I 
Woman 
To 
On 
Passage 3 
No 
1-
2-
3-
4-
5-
6-
7-
8-
9-
10-
Word 
Cities 
Between 
Patterns 
Very 
Years 
And 
Violent 
Seasonal 
Is 
Murders 
No 
11-
12-
13-
14-
15-
16-
17-
18-
19-
20-
Word 
Unlike 
Bodily 
You 
Between 
Night 
Most 
For 
Are 
Any 
Our 
No 
21-
22-
23-
24-
25-
26-
27-
28-
29-
30-
Word 
From 
The 
Made 
When 
Meetings 
And 
Peak 
In 
A 
Professor 
No 
31-
32-
33-
34-
35-
36-
37-
38-
39-
40-
Word 
The 
To 
Peak 
And 
And 
Are 
No 
And 
Time 
Really 
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Appendix 21 -A 
Free Composition Test 
(First Year) 
Topic: The Village/Town/Citv in which I live in: 
Note: The following questions will help you in organizing your ideas and writing your 
topic: 
What is its name? Where is it? What are its surroundings like? What are its main 
Characteristics, important buildings, products, etc.? What school(s) does it have? 
What amusement does it provided? Do you like it? 
(Adoptedfrom Hill, LA. 1966. P.I) 
Appendix 21-B 
Free Composition 
(Second Year) 
Topic; My Work 
Note: The following questions will help you in organizing your ideas and writing 
your topic: 
What work do you do? What does this work consists of exactly? At What time do 
you begin? At what time do you end? How many hours a week do you work? What 
breaks do you have during the day's work? What breaks do you have during the day's 
work? What holidays do you have each week? What longer holidays do you have 
during the year? What sorts of people do you work with? What sorts of people do you 
meet in your work? 
(Adoptedfrom Hill, L.A. 1966, p.2) 
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Appendix 22 
Students' Questionnaire 
Reading Habits and Interest: 
Note: Please answer the following Questions by ticking against the answer 
which you prefer. 
Q. 1. Do you like reading? Yes / No. . 
Q.2. In which language do you prefer to read? 
a. Arabic b. English c. Both 
Q.3. For how long do you read in English? 
(a) Less than two hours (b) Two hours 
(c) More than two hours 
Q.4. How often do you practice the following skills in English? 
Always Sometimes Never 
a. Listening 
b. Speaking 
c. Reading 
d. Writing 
Q.5. When you face a new word, while reading, do you 
a) Look it up in the dictionary 
b) Ask your teacher or your classmate for its meaning 
c) Skip over that word 
d) Try to guess its meaning? 
Q.6. While reading in English, do you focus on? 
a) Every word 
b) The general meaning of the text 
c) Some words which help you as hints for the meaning 
Q.7. Is the pronunciation of new words creating a problem for you? 
Yes /No 
Q.8. While reading in English, do you focus on? 
a) Speed with out attention to the meaning of new words 
b) Speed wit attention to the meaning of new words 
c) The meaning of new words more then speed? 
Q.9. Which is more difficult for you in reading an English text? 
a) New words and their formation 
b) Sentence structure 
c) Long texts? 
221 
Q.IO. Do you read the following in English? 
Text type Yes No 
1) Newspapers 
2) Religious books 
3) Magazines 
4) Books other than textbooks 
5) Novels 
6) Plays 
7) Short stories 
8) Adventures 
9) Travel 
10) Politics 
11) Biographies 
12) Social Issues 
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Appendix 23 
Teachers' Questionnaire 
INSTRUCTIONS: 
(1) Please, answer the questionnaire below. 
(2) DO NOT write your name on this questionnaire. 
(3) Fill the questionnaire by ticking ( V ) the choice you feel is appropriate in the space 
provided. 
(4) In case you would like to add some information, use the space provided for the 
comment. 
1. Kindly indicate your academic qualification 
i)M.Ed 
ii)M.A 
iii)B.Ed 
iv)B.A 
v) Others 
Name your teaching subjects. 
i) iii). 
ii) iv) 
3. How long have you been teaching English? 
i) More than five years 
ii) Two-four years 
iii) One year 
In your assessment, the time allocated for teaching Reading comprehension in the 
Department time table is: 
i) Enough 
ii) Not enough 
Comment further if any 
5. What is your work load in the teaching of English Language in the Department? 
i) less than three hours a week 
ii) three-five hours a week 
iii) more than five hours a week 
6. While teaching English Language, ^Tiich skill do you prefer teaching? 
i) Reading 
ii) Speaking 
iii) Listening 
iv) Writing 
v) Others 
Comment ; 
- 2 2 3 -
7. Do the students converse with one another in English in your classes? 
i)Yes 
ii)No 
ill) Both in English and mother tongue 
8. Are your student's regular in doing their homework? 
i)Yes 
ii)No 
iii) To some extent 
9. Do your students read other books apart from their textbooks in English? 
i)Yes 
ii)No 
iii) Some times 
10. Do you make use of audio-visual aids? 
i)Yes 
ii)No 
If yes, mention the audio visual aids used 
11. Are the students provided with dictionaries and encouraged to look up the 
meanings of words themselves? 
i)Yes 
ii)No 
12. How often are students assessed in Reading Comprehension? 
i) Once a month 
ii) Once every two months 
iii) Once every three months 
iv) Other 
Comment: 
13. Do you enjoy teaching English in the Dept.? 
i)Yes 
ii)No 
14. Are the objectives and aims of the present syllabus of the Dept. of English in 
Aden University clear? 
i)Yes 
ii)No 
iii) Not certain 
Comment 
-224 
15. On which do you think the syllabus and textbooks are emphasizing? 
i) the study of Literature 
ii) learning English for Every day life 
iii) developing the student's ability to pass their exams 
iv) other... 
Comment. 
16. There are four important aspects of English Language teaching 
a) reading b) writing c) speaking d) listening 
i) Which aspect in your opinion is most important and useful for the students? 
ii) Which aspect is most neglected in the syllabus of English Language Dept. 
Aden University? 
17. Tick in the appropriate option you feel is the best according to its importance 
degree. 
Not important Important Most important 
i) Ability to read newspapers in English. 
ii) Ability to write letters, report etc 
iii) Ability to converse in English. 
iv) Ability to follow Conversations 
and lectures in English. 
v) Ability to study and pass exams. 
18. Are the students properly provided with reading materials, textbooks, and 
teaching/learning aids in class? 
i)Yes 
ii)No 
Comment: 
19. What sort of library do you have in the college? 
i) very good 
ii) fairly good 
iii) good 
iv) poor 
Thank you 
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Appendix 24 
Observation Schedule Form 
1. Level: 2. Number of students: 
3. Subject: 4. Class time: 
5. Teaching hours allocated to reading Comprehension: -— 
6. Reading materials: a) above: 
b) below: 
c) at the same level of the students: 
7. Pre-reading activities: 
8. Teaching preparation for reading class: 
9. Students' participation: 
10. Teacher's efforts to stimulate "reading" on the part of the students: 
1 2 3 
11. Teacher's efforts to correct students mistakes in the class: 1 2 3 
12. Teacher's efforts to encourage students to ask questions: 1 2 3 
13. The use ofblackboard by the teacher: 1 2 3 
14. The command of English by the teacher: a) good 
b) fair 
c) poor 
15. Interaction ofreading skill with other skills 1 2 3 
16. Reading speed of the students is stimulated: 1 2 3 
17. Group and pair-work reading activities and problem solving are 
encouraged: 
1 2 3 
18. The use of mother tongue for clarifications and explanation by the teacher 
is: 
a) Avoided b) practiced c) found in rare cases 
19. Students in asking questions use a) English b) mother tongue c) 
both 
20. Skimming and scanning as techniques of reading are practiced by the 
students: 
1 2 3 
21. Reading programme is taught: 
a) intensively b) extensively c) in both approaches 
22. Silent reading in class takes place: 1 2 3 
23. Students are given chance to read aloud: 1 2 3 
24. Teacher's performance in reading class: 
a) friendly 
b) strict 
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c) indifferent 
25. Students' access to English newspapers & magazines: 
a) daily 
b) weekly 
c) monthly 
d) none 
26. Availability of reference books for the teachers: 
a) excellent 
b) good 
c) fair 
d) poor 
27. Reading assignment and remedial work: 
28. Assessment: 
29. Teacher's teaching load: 
30. The number of teachers of reading comprehension: 
31. Team teaching: 
32. Reading clubs in the college/ dept 
33. General impression of the class / lesson: 
(a) excellent 
(b) good 
(c) fair 
(d) poor 
N.B.: the scale I, 2, 3 is interpreted as: 
3 = lower mark 
2 = middle mark 
i, = higher mark 
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Appendix (25) 
The Teaching Plan of the 
Department of English (with Arabic as subsidiary) 
in effect from 1998/99 till 2 0 0 0 / 0 1 
s.n. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
1st Semester 
Subject 
Islamic Culture* 
Arabic Grammar* 
Skills* 
Rhetoric* 
Listening 
Speaking 
Reading (I) 
Education 
Fundamentals* 
General 
Psychology* 
First Year 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
3 
s.n. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
2nd Semester 
Subject 
General Culture* 
Arabic Grammar* 
Arabic Morphology* 
Reading (II) 
Writing 
Essentials of Eng. 
Grammar 
Phonetics 
Teaching 
Fundamentals* 
Developmental 
Psychology* 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
3 
Second Year 
s.n. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
1st Semester 
Subject 
Assessment 85 
Evaluation* 
Arabic Language 
Teaching* 
Methods* 
Abbasid 
Literature* 
Arabic Grammar* 
ELT Methodology 
Teaching School 
Texts 
Educational 
Psychology* 
Teaching Aids* 
Credit 
Hours 
3 
3 
3 
3 
3 
3 
3 
3 
s.n. 
27. 
28. 
29. 
30. 
31. 
32. 
33. 
2nd Semester 
Subject 
Modern Arabic 
Literature* 
Arabic Grammar* 
Modern Literary 
Criticism 
Communicative 
Grammar 
Short Story 
Theory and Practice 
of Materials 
Production 
Teaching Practice 
Credit 
Hours 
4 
4 
4 
4 
4 
4 
4 
Note: Papers marked in asterisk are taught in Arabic Language. 
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Appendix (26) 
Map of the Republic of Yemen 
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Source: 
CIA World Fact book, Yemen 
<http: / / www.cia.gov/ publications/ factbook/ geos/ym.html> 
Accessed: January, 1st, 2004 
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